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Abstract
This study explores the translingual practices and identity performances of five
participants on the social networking site, Facebook. The participants in this study are five young
adults from Mongolia who participated in the U.S. State Department sponsored English Access
Microscholarship program, an intensive English language program for disadvantaged youth in
developing countries, from 2009 – 2011.

Using a qualitative methodology based on

constructivist grounded theory and relying on interviews, questionnaires, and observations of the
participants’ Facebook pages, this study considers the participants’ use of translingual practices
to build and maintain capital – linguistic, cultural, and social – as they develop cosmopolitan
dispositions, practice the capacity to aspire (Appadurai, 2013), and explore what it means to be
Mongolian in a globalizing world.
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Chapter 1: Introduction
In 2006, Wendy Hesford argued that it was imperative for scholars in Rhetoric and
Composition to acknowledge “the global forces shaping individual lives and literate practices”
(p. 788). This study seeks to answer this call by looking closely at how five participants use
translingual practices and strategies on Facebook to accumulate, develop, and maintain capital –
social (Chapter 4), cultural (Chapters 5 and 6), and linguistic (chapter 7) – in order to perform
complex identities that help them to meet their academic, professional, and personal goals. The
participants are recent graduates of the English Access Microscholarship program, an intensive
English language program sponsored by the U.S. State Department, in Ulaanbaatar, Mongolia
who are currently pursuing various academic, professional, and personal goals in transnational
contexts. They use Facebook to perform their identities through language choice and multimodal
composition as they interact with diverse others in their networks. These language practices and
the participants’ perceptions of them have implications for how we think about writing in a
transnational, digital age, as well as for how we can address language use as a rhetorical practice
in the composition classroom.
In his preface to Mongolian Culture and Society in the Age of Globalization, Schwarz
(2006b) argues that “Mongolia is an excellent choice for studying the impact of globalization on
culture and society,” pointing to its transnational culture and geographical position, its political
history, and its current socioeconomic development (p. viii). Today, Mongolia is experiencing
rapid change and growth as it increases its participation in the global economic structure and
develops as a democracy. The transition from pastoralism to an urban, industrialized economy
involved in global trade has not been particularly smooth, and presently, there are still a large
number of rural Mongolians who depend on herding and live a relatively traditional, nomadic
life (Buell and Le, 2006, p. 42). However, as environmental conditions threaten this way of life
and the modern urban centers offer alternative means of survival, more and more Mongolians are
migrating to the cities, especially the capital city of Ulaanbaatar, where many of them settle in
1

impoverished ger1 districts on the outskirts of the city. The difficulties of adapting to a new way
of life in which the traditional culture is less practically relevant in daily activities has resulted in
both positive and negative cultural shifts, as Mongolians struggle to maintain their traditional
identity while responding to global forces and new cultural influences.
Appadurai (1996) argues that increasing global flows of both people and media have
served to alter “modern subjectivity” by providing people with greater diversity of possible lives
(p. 3). Mongolia has seen a dramatic increase in access to technology and media, foreign visitors,
development projects, and immigration to its capital Ulaanbaatar in the past two decades
(Addleton, 2013). With access to the Internet and social media, young urban Mongolians are
now participating in the mediascapes and technoscapes that Appadurai (1996) outlines, allowing
them to have greater contact with the non-Mongolian world and to imagine extensive
possibilities for their lives. Since culture is swiftly becoming “an arena for conscious choice,
justification, and representation, the latter often to multiple and spatially dislocated audiences,”
(Appadurai, 1996, p. 44), young Mongolians can create and perform identities for global and
local audiences based on both traditional experiences and imagined lives. The participants use
Facebook to perform identities that integrate the global and foreign with the local and traditional,
and they are doing so by exploiting a variety of language resources and practices across
modalities.
In the past decade, Rhetoric and Writing Studies has become increasingly interested in
how language practices have been influenced by globalization and advances in communication
technologies (Berry, Hawisher, and Selfe, 2012; Hesford, 2006; Horner, Lu, Royster, and
Trimbur, 2011). A number of scholars and theorists in a variety of disciplines argue for a
translingual approach to language use that refuses to see language(s) as fixed, acontextual
systems that convey information unproblematically; instead, the translingual approach views
language(s) as fluid practices that people develop in order to meet their needs (Canagarajah,
1

A ger is a round tent or yurt, which is the traditional housing for Mongolians. It also means “home.” Housing in
ger districts includes gers, but also wooden structures and homes made of other materials.
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2013; García, 2014; Horner et al., 2011; Pennycook, 2007, 2010). According to these
researchers, the ways that people actually use language do not fit with the monolingual
orientation to language use that continues to guide much language research, policy, and
pedagogy across the globe. Therefore, they call for more research that uses a translingual
theoretical framework. This study considers translingualism as a crucial node of its theoretical
framework in the hope that such research will help to change the ways that language policy and
pedagogy are employed in a rapidly globalizing world. Each chapter in this dissertation will take
a closer look at the organizing principles behind the translingual practices the participants engage
in on Facebook as well as their reasons for doing so.
While many studies into global language practices involving translingual practices and
English(es) focus on minoritized, immigrant, post-colonial, and/or diasporic populations, less
research focuses on how English(es) is used in regions where it is not, historically speaking, one
of the primary languages. Yet, as Jensen and Arnett (2012) point out, “cultural identity formation
in the context of globalization also pertains to people who form part of a majority culture but
who still have exposure to other cultures as well” (474). Increasingly, those in non-Englishspeaking majority cultures are using English language resources to meet their changing needs.
According to theorists such as Pennycook (2007, 2010) and Canagarajah (2013), English is not
used merely functionally by these individuals but is also used creatively to meet complex social
and identity needs. Since, as Pennycook (2010) argues, “people adapt their language practices to
new social and economic conditions,” (p. 98) as transcultural flows, through the channels of
media and migration, continue to change local realities, people will use a variety of language
resources and practices to meet their needs, including those related to English(es). Given its
recent history, Mongolia certainly provides fertile ground for research into changing local
realities and how these affect and are affected by changing language practices.
Furthermore, digital technologies, and particularly social media like Facebook, can “offer
affordances for the construction of cosmopolitan personae by certain kinds of people in the world
periphery” (Sharma, 2012, p. 485). As Berry, Hawisher, and Selfe (2012) note, “information and
3

communication technologies represent a fundamental feature of a globalized world undergoing a
period of major social, educational, and technological change, one in which people’s lives, and
their literacies, have been altered in fundamental and specific ways” (Introduction). Sharma
(2012), who conducted a study of privileged Nepalese youth’s language practices online, sees
Facebook as an Appaduraian mediascape, “a contact zone where young members develop their
cultures by discursively forming diverse social relations and creating new modes of citizenships
with their display and construction of new and multiple stances” (p. 486-7). These social media
performances are closely bound with the English language, as they both influence and “are
influenced by the global spread and use of English” (Sharma, 2012, p. 485). Sharma (2012)
argues that as a site of transcultural flows, Facebook has “given rise to multiple forms of English
that interact with local languages, cultures, and other semiotic modes” in interesting and
meaningful ways (p. 488).
Sharma (2012) and others (Jensen and Arnett, 2012; Ooi and Tan, 2014) see youth in
developing countries reacting to globalization in ways that integrate the local and the global in
their identity performances online. Jensen and Arnett (2012) consider this the formation of a
“hybrid identity, combining local culture and elements of the global culture in ways that [lead] to
entirely new concepts and practices” (p. 480). Sharma (2012) found that privileged Nepali youth
were using Facebook to perform such hybrid identities as they discussed both local events and
global popular culture in a mixed code of Nepali and English, predominantly with their families
and peers (p. 484). While Nepali youth rarely used English to communicate with their friends
and families in offline settings, the extensive use of English or mixed code in online settings
demonstrates “how technology-enhanced networking provides a venue for a shift in language
use” (Sharma, 2012, p. 484). The use of English as well as a focus on global popular culture
among the Nepali youth on Facebook is used as a way to “position themselves as a certain kind
of personae in Nepalese society,” one that has knowledge of and connection to “wider and
diverse social and cultural spaces” that can serve as a sort of social capital exchanged via social
media (Sharma, 2012, p. 492).
4

Sharma’s (2012) study is somewhat limited by the fact that the participants in the study
were admittedly from the elite socioeconomic class (p. 506). The participants in Sharma’s (2012)
study enjoyed access to technology and language resources that those in lower socioeconomic
classes did not have access to. This study, in contrast, will focus on participants from a nonprivileged socioeconomic class who did not have the same access to elite educational
experiences or consistent technological resources during their adolescence that their wealthier
peers had. Today, the participants enjoy greater access to technology abroad or in Ulaanbaatar,
due to vast improvements over the past few years in wifi capabilities and the ubiquity of
smartphones, changes that have affected a wide number of individuals in urban areas of
developing countries, including those from lower socio-economic classes. Yet, their improved
access to technologies, educational resources, and a variety of academic, professional, and
personal opportunities is also a result of their own efforts and choices, which will be explored
throughout the dissertation.
Since, as the OECD (2013) report on international education points out, “almost 4.5
million tertiary students are enrolled outside their country of citizenship,” the language practices
of these students and those who aspire to join their ranks need to be considered in the
development of pedagogy and delivery of language learning. If we want to increase access to
educational opportunities for students from lower socioeconomic classes in the developing
world, then we need to examine how these students are already using English(es) and
translingual language practices to negotiate their social worlds. A number of scholars have
recently pointed to the importance of paying attention to the language and literacy practices that
students use outside of school in order to provide valuable rhetorical education (Canagarajah,
2006a, 2006b, 2013; Williams, 2005; Yancey, 2004). Increasingly, these literate practices
include strategies such as “code-meshing” (Canagarajah, 2006a, 2013), multimodal composition
(Hocks, 2003; Yancey, 2004), “translanguaging” (García, 2014), and other translingual practices.
As Williams and Zenger (2012) note, “new media and online technologies have . . . changed
literacy practices” and “brought languages, cultures, and texts into contact as never before” (p.
5

1). Furthermore, “an important characteristic of new media is that, despite their multimodal and
multimedia possibilities, they still involve extensive use of the written word” (Lee, 2011).
Therefore, in order to keep pace with and work with, rather than against, the language practices
that students are bringing to school, we need to more fully understand these practices and allow
them to inform our pedagogies in the composition classroom.
Furthermore, beyond implications for pedagogy, research into translingual practices has
implications for how people can better communicate with one another across borders to develop
cosmopolitan values and achieve humanitarian goals (Appiah, 2006; Appadurai, 2013). For the
urban poor, such as the participants in this study, “language is the first and most critical site of
the effort to stretch [their] cultural horizons” (Appadurai, 2013, p. 207, emphasis in the
original). By using language in creative and agentive ways, such individuals can “create an
expanded sense of their own cultural selves,” develop a “capacity to aspire,” and “[imagine]
possible futures” (Appadurai, 2013, p. 213). Such practices, then, can serve to shape the daily
lives of those in lower socioeconomic classes in developing countries like Mongolia in new,
productive, meaningful, and healthy ways, as I hope this dissertation will demonstrate.
1.2

RESEARCH QUESTIONS & METHODOLOGY

1.2.1 Inspiration for Study
From August 2010 to July 2011, I lived in Ulaanbaatar, Mongolia, where I worked for a
small non-governmental organization (NGO) called Educational Advising and Resource Center
(EARC). EARC offers English language and test preparation classes along with advising for
students who are interested in studying abroad at English language medium institutions. The
facility includes a small library with resource materials, computers, and Internet access. EARC is
partnered with the Education USA network and receives support from the U.S. State Department
and the U.S. Embassy in Mongolia. EARC hosts the English Access Microscholarship Program,
which is a U.S. State Department sponsored program that provides intensive English language
instruction, American cultural activities, and TOEFL and SAT preparation for high school
6

students from developing regions around the globe. Students eligible for the Access program are
between the ages of 14 and 18, demonstrate English language knowledge and potential for
learning, and meet strict income requirements. In Mongolia, a new cohort of students begins
each year and attends English language classes four days a week for two years and participates in
cultural activities. The main goals of the program are “for students to gain an appreciation for
American culture and democratic values, acquire sufficient English language skills to increase
their ability to successfully participate in the socio-economic development of their countries, and
improve their chances of participation in future U.S. educational and exchange programs”
(United States Department of State, 2007, vi). Like all development initiatives sponsored by the
U.S. government, the goals of the Access program are not simply altruistic; a primary objective
is to improve views towards the United States abroad, particularly among marginalized groups
who may have a negative acculturation response to the global changes affecting their lives.
When I began teaching for the program in 2010, the third cohort of Access students (Access 3)
was starting their second year. This group consisted of 20 students from area ger districts.
During my time at EARC, I had the opportunity to interact with the Access 3 students for
several hours each week both inside and outside of the classroom in contexts such as Speaking
Club, field trips, cultural activities, and library/study spaces in the EARC facility. At this time,
many of the Access 3 students had recently started Facebook pages, and we connected with each
other online using this social networking site. After they graduated from Access, and particularly
after meeting in person was no longer an option, we often communicated with one another using
this medium. My personal interactions with these students, both online and offline, as well as my
personal experiences living in Ulaanbaatar, served to spark my interest in how this particular
group of students uses translingual practices to perform their identities on Facebook as they
negotiate the changing scapes of a globalizing city while pursuing their own academic,
professional, and personal goals.

7

1.2.2 Research Questions
The following research questions provide focus for the study:
1. How do Mongolian youth from the third cohort of the English Access Microscholarship
program use their language resources and practices across modalities to perform their
identities on Facebook?
a. Do these young adults imagine new possibilities for their lives and do these
possibilities have a transnational dimension?
b. How do these young adults understand their own language practices?
1.2.3 Methodology
I use a qualitative methodology based on constructivist grounded theory as the framing
methodology for this study. According to Creswell (2009), grounded theory “is a strategy of
inquiry in which the researcher derives a general, abstract theory of a process, action, or
interaction grounded in the views of the participants” (p. 13). A methodology originally
formulated by Glaser and Strauss (1967), grounded theory emphasizes the “discovery of theory
from data,” as opposed to traditional methodologies that seek to test existent or newly and hastily
generated theories (p. 1-2). Grounded theory attempts to discover a theory that “fits the situation
being researched and work[s] when put into use” instead of trying to force a theory to fit and
work with the data (p. 3). In order to discover, or “generate” a theory, Glaser and Strauss (1967)
stress an approach to qualitative analysis that they call “the constant comparative method” (p.
102). This method is one of “joint coding and analysis” that serves to “generate theory . . .
systematically” (p. 102). Each new piece of data is compared to all previous ones in a category,
thus working “to generate theoretical properties of the category” (p. 106). In this way, the theory
is developed throughout the data collection and analysis process.
Another group of qualitative researchers has interpreted and developed constructivist
grounded theory in the past decade. Charmaz’s (2006) constructivist grounded theory approach
most fits my purposes in this study. Charmaz (2011) argues that constructivist grounded theory
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“adopts 21st-century epistemological assumptions and methodological advances and treats
earlier grounded theory strategies as flexible guidelines rather than rigid rules” (p. 168).
Diverging from Glaser and Strauss, she contends that “neither data nor theories are discovered.
Rather, we are part of the world we study and the data we collect. We construct our grounded
theories through our past and present involvements and interactions with people, perspectives,
and research practices” (p. 10, emphasis in original). Thus, grounded theory allows researchers
to “pursue [their] hunches and potential analytic ideas about them” and “follow up on interesting
data in whatever way they devise” (p. 3). Using grounded theory helped me to explore various
perspectives and angles as I developed ideas based on the rich data I collected.
1.2.1 Participant Selection:
The five participants in this study are Mongolian youth who were part of the third cohort
of the English Access Microscholarship program (Access 3) in the capital city of Ulaanbaatar,
Mongolia from September 2009 to June 2011. The English Access Microscholarship program is
a U.S. State Department sponsored program that provides intensive English language instruction,
American cultural activities, and TOEFL and SAT preparation for high school students from
developing regions around the globe. The participants have all graduated from high school and
are pursuing a number of different occupations. There are four female participants and one male
participant aged 21 to 22. All are Mongolian nationals.
Mongolian Access 3 students were chosen as participants for several reasons. First, the
relationships I developed with these students as their instructor and as part of their Facebook
networks allowed me to have a direct connection to their language learning processes and their
language practices. Second, because they are from the ger districts, the challenges they face are
shared by a majority of the urban Mongolian population. Most of these students, like others in
the ger districts, come from rural, nomadic, and often socially isolated backgrounds, and they are
often the first in their families to dream of lives that do not include herding, to attend
universities, and to travel abroad. In this sense, they are at the very crux of change, as they
9

negotiate local and global identities. Access 3 students are also exceptionally motivated to escape
the difficulties of poverty in the ger districts and pursue new goals. To be accepted into the
Access program, they must already show academic promise, particularly in English, and be
nominated by a teacher or administrator to apply. They must have extraordinary drive to attend
the English courses offered by the Access program on top of their secondary school studies, parttime jobs, and family responsibilities. The Access 3 cohort was chosen in particular because they
have successfully completed the program and have made further steps towards achieving their
academic, professional, and personal goals. I have also chosen a relatively small group of Access
3 students (5) to serve as participants in this study in order to conduct deep analysis, using a
variety of qualitative research methods, of their language and meaning-making practices and
how these inform their identity performances on Facebook.
1.2.2 Methods:
After obtaining IRB approval and signed consent forms, data was collected using the
following three qualitative methods: observation of Facebook profiles and activities, literacy
questionnaires, and interviews with the participants. Using these three methods allowed me to
triangulate data to develop a deeper understanding of how the participants are developing and
performing their identities, while also minimizing researcher bias. I collected one year’s worth of
posts for each participant in a Word table and screenshot representative posts, profile pictures,
“about pages,” and cover photos. I collected posts from September 1, 2013 to August 31, 2014. I
also distributed and collected a questionnaire of open-ended questions regarding the participants’
feelings about and uses of language, including Mongolian and English, and technology. Finally, I
conducted an approximately one-hour interview with an open-ended question format with each
participant via Skype.
I organized my data using MaxQDA, a qualitative data analysis software, which allowed
me to upload texts, images, video, and sound into one workspace. I was able to code items
directly, write memos, and view data in a variety of ways to see different angles. As I worked
10

through the data, using a constant comparative method, I developed broader categories to contain
the codes. Once the codes were developed and relatively stable, and once I had conducted a
“second sweep” through the data, I spent time with each code, reviewing the items categorized
this way in order to gain a deeper understanding of their meaning. At this point, I began writing
“memos” or notes that would lead to the main points I would make in the chapters of this
dissertation.
1.3

THEORETICAL FRAMEWORK
I examine these research questions within the theoretical framework of Appadurai (1996)

and Pennycook’s (2007) notions of globalization; Appiah (2006) and Delanty’s (2009) theories
of cosmopolitanism; Hall’s (1996) study of identity and Butler’s (1988, 1990, 1997) theory of
performativity; Canagarajah’s (2013) theory of translingualism and Pennycook’s (2010) notion
of language as a local practice; and Bourdieu’s (1986) “thinking tool” capital. These various
theories work together in a framework that allows me to study the language practices and
identity performances of Mongolian English Access Microscholarship students online.
1.3.1 Globalization & Cosmopolitanism
For the purposes of this study, I use Appadurai (1996) and Pennycook (2007; 2010) to
define globalization. Those who critique current studies into globalization argue that
globalization is not a new phenomenon because human beings have been involved in global
relationships for millennia. However, as Pennycook (2007) contends, “this conception of the
historical continuity of globalization is widely contested on the basis that what we are now
experiencing is fundamentally new” (p.25). He argues that while recognition of past global
relationships, based heavily on imperialism, colonization, and religious conversion efforts, is
important to our current understanding of the forces of globalization, so too is it vital to see
today’s globalization as unique (p. 26). While prior imperialisms were based on the concept of
the nation-state, Pennycook (2007) suggests that today’s “Empire is a system of national and
supranational regulations that control and produce new economies, cultures, politics and ways of
11

living” (p. 26). However, rather than viewing globalization as strictly Westernization,
Americanization, or colonization in economic terms, he defines globalization as “a compression
of time and space, an intensification of social, economic, cultural and political relations, a series
of global linkages that render events in one location of potential and immediate importance in
other, quite distant locations” (p. 24). He sees both modes of domination and modes of resistance
in the transcultural flows that demarcate today’s globalization.
Appadurai (1996) also finds that while there are certainly “precursors, precedents,
analogs, and sources in the past” informing “all major social forces,” today’s globalized world
“does involve a break with all sorts of pasts” (p. 2-3). He suggests that this rupture can be
defined by the dual forces of media and migration that permeate today’s globalized world (p. 3)
and that “it is only in the past two decades or so that media and migration have become so
massively globalized, that is to say, active across large and irregular transnational terrains” (p. 9).
Like Pennycook, Appadurai (1996) sees a globalized world that transcends the concept of the
nation-state and is more accurately one that involves the “complex transnational construction of
imaginary landscapes” (p. 31). These imaginary landscapes include ethnoscapes, mediascapes,
technoscapes, financescapes, and ideoscapes, all of which function across borders and constitute
worlds based on “the historically situated imaginations of persons and groups spread around the
globe” (Appadurai, 1996, p. 33). Like Pennycook who recognizes the narrowness of viewing
globalization as Americanization or Westernization, Appadurai also sees globalization as a
complex of global flows expressed through his various scapes.
Over the past decade, social networking websites such as Facebook have become a major
part of Appadurian scapes that inform globalization. Mallan, Ashford, and Singh (2010) call such
spaces “iScapes,” or “interconnecting networks through which identity work is undertaken” (p.
266). iScapes such as Facebook constitute “diverse interpenetrated social contexts that transcend
the here and now of physical space” (Mallan et al., 2010), offering users the opportunity to
connect with people, languages (including Englishes), and media from around the globe. Such
iScapes provide a space where “the fluidity and multiplicity of identity and social relations” is
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encouraged to develop (Mallan et al., 2010). Recent studies (Dovchin, 2015; Ooi and Tan, 2014;
Sharma, 2012) show how youth are using social networking sites such as Facebook to construct
and perform complex transnational identities.
Schwarz (2006a) argues that “what distinguishes today’s globalization from its
forerunner in the thirteenth century [the Mongolian Empire] is connectivity” that extends beyond
the physical interactive pathways such as the Internet to include “a mindset that makes people
feel much closer to those with whom they communicate or about whom them [sic] learn
electronically” (p. 11). Appadurai (1996) reasons that this is a result of relating meaningfully
across distance, as electronic mediation “offers[s] new resources and new disciplines for the
construction of imagined selves and imagined worlds” (p. 3). Through this mindset, then, people
can begin to imagine “a wider set of possible lives than they ever did before” (Appadurai, 1996,
p. 53). For Appadurai (1996), the imagination works to construct the realities of ordinary people,
as they become aware of new possibilities beyond the boundaries of the norms of their particular
place – “the givenness of things” (p. 55) – and are able to see themselves in new positions (p.
58). Appadurai (1996) asserts that “the link between the imagination and social life . . . is
increasingly a global and deterritorialized one” (p. 55). Mallan et al. (2014) agree, pointing to
“how individuals imagine themselves as they navigate and experience . . . iScapes” such as
Facebook in a globalized world (p. 267).
As Appiah (2006) argues, such individuals can develop cosmopolitan identities, or a way
of being a global citizen that values “universal concern and respect for legitimate difference” (p.
xv). According to Appiah’s (2006) notion of cosmopolitanism, individuals who identify as
cosmopolitan believe that “no local loyalty can ever justify forgetting that each human being has
responsibilities to every other” (p. xvi). Cosmopolitan values tend to be associated with ideas of
openness, reflexivity, and inclusiveness, and those with cosmopolitan dispositions develop a
sense of self that allows them to “see the world from perspectives remote from the outlook in
which [they] had been brought up” (Appiah, 2006, p. 5). Of course, as Pennycook (2010) argues,
the global is “understood through the locality of perspective, in a way that includes the
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standpoints, worldviews, the local articulations through which the global occurs” (p. 79-80). In
this way, cosmopolitanism exists in the interplay between the local and the global, as “ways of
thinking, cognition and feeling that derive neither from the native culture nor from the culture of
the Other, but from the interaction of both” develop (Delanty, 2009, p. 11).
Certainly, the theory of cosmopolitanism has been criticized as overly optimistic and
uncritical, and it is often linked with the elite who have greater access to the kinds of
opportunities that could help them develop such values (Delanty, 2009; Kendall, Woodward, and
Skrbis, 2009). Yet, recently many scholars are working to revive the term and restore some of its
critical value. In his defense of cosmopolitanism, for example, Delanty (2009) argues that
cosmopolitanism is less of “a concrete identity” and more of “a dynamic or orientation” that an
individual or society develops as the “Self and Other,” the local and the global, interact (p. 12).
Delanty (2009) contends that cosmopolitanism is best understood “as a site of tensions in which
different principles and orientations are played out” (15); through the interplay of such tensions,
there are “critical moment[s] in which changes in self-understanding occur as a result of global
challenges” (p. 16). In this way, then, the development of cosmopolitan dispositions and values
does not depend so much on international travel and is no longer “the preserve of a globetrotting
elite whose intercultural competencies facilitated their mastery of, or at least channeled the
benefits from, the neoliberal globalised economy” (Radice, 2015, p. 589). Rather, with the
increasing flows of both media and people, more individuals from non-elite classes around the
globe are finding opportunities to connect with Others, and the term can still hold some
explanatory value for the kinds of dispositions and values the participants in this study are
developing.
1.3.2. Identity & Performativity
For Hall (1996), identity works to connect the individual with the subject positions he or
she occupies: “identities are thus points of temporary attachment to the subject positions which
discursive practices construct for us” (p. 6). Through the process of identification, individuals
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can have some agency in which subject positions they accept or reject. Hall (1996) argues that
identity is “about questions of using the resources of history, language and culture in the process
of becoming rather than being: not ‘who we are’ or ‘where we came from’, so much as what we
might become, how we have been represented and how that bears on how we might represent
ourselves” (p. 4). The process of becoming, then, is not just about how discourse or society
represents an individual but about whether or not and to what degree the individual represents
him or herself along those prescribed lines. Thus, identities do not pre-exist the process of
becoming, the practices that individuals engage in for subjective self-constitution, but are rather
made and remade through those processes.
This practice of self-representation is advanced in the work of Judith Butler, who looks at
“the complex transactions between the subject, the body and identity” (Hall, 1996, p. 14). In her
discussion of gender, in particular, Butler (1988, 1990, 1997) posits that identification with a
social construct, such as gender, is a performative act involving an embodied agent who aligns or
fails to align herself with historically sedimented and recognized signifiers of that social
construct. Rather than being born into the subject position, then, Butler (1988) argues that
women claim, consciously or subconsciously, a gendered identity: “to become a woman, to
compel the body to conform to an historical idea of ‘woman,’ to induce the body to become a
cultural sign, to materialize oneself in obedience to an historically delimited possibility, and to
do this as a sustained and repeated corporeal project” (p. 522). In this way, then, “gender is
always a doing, though not a doing by a subject who might be said to preexist the deed” (Butler,
1990, p. 25).
Yet, because “identities are a product of our on-going performances of acts that are
largely pre-scribed” (Pennycook, 2007, p. 70), we must be cautious not to overemphasize agency
in identity performance. Oftentimes, subjects perform culturally sedimented identities, thus
contributing to their continued sedimentation and naturalization. Pennycook (2007) stresses that
“in order to have a usable notion of performativity . . . we need, on the one hand, to avoid the
pull towards performance as openended free display (we perform whatever identities we want to)
15

and, on the other, the pull towards oversedimentation (we can only perform what has been
prescripted): to some extent, the performative is always along lines that have already been laid
down, and yet performativity can also be about refashioning futures” (p. 77). In this way, then,
identities are fluid and capable of shift but are also always performed within cultural spaces
created by the sedimentation of other, ongoing identity performances.
The concept of performativity is also useful in discussing how language and social media
are used for identity purposes. Pennycook (2007; 2010) argues that we “perform languages with
words” (2007, p. 73). Since language is not a fixed entity that pre-exists performance, what we
understand as a language, such as English, is instead “the misrecognition of sedimented
performance in terms of underlying rules” (2010, p. 50). What we consider a “language,” then, is
always in a state of becoming and is a site for “acts of creative difference” (2010, p. 50). Since
people perform identities and languages, creating them in the doing, social media provides a rich
platform for such work. Pennycook (2010) points out that “as language learners move around the
world in search of English or other desirable languages, or stay at home but tune in to new digital
worlds through screens, mobiles and headphones, the possibilities of being something not yet
culturally imagined mobilizes new identity options. And in these popular transcultural flows,
languages, cultures and identities are frequently mixed” (85). Thus, individuals are drawing on a
variety of multimodal language resources and practices in the performance of identities online.
1.3.3 Translingualism
Over the past two decades, language ideologies based on monolingualism have been
rigorously challenged in academic circles, as it has become increasingly clear that not only do
“most people speak more than one language” and “more than one variation of these languages,”
but also that “these languages and variations are constantly changing as they intermingle”
(Horner et al., 2011). Furthermore, as English has continued to grow as a global language,
theories such as Kachru’s (1986) World Englishes (WE), English as a Lingua Franca (ELF), and
English as an International Language (EIL), which are based on the idea of English or English
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varieties as distinct, fixed entities capable of spread, are no longer suitable for the ways in which
English(es) are actually practiced (Canagarajah, 2013). Despite these moves in academia,
however, language policy in the U.S. in particular has been slow to accept or even resistant to a
non-monolingual approach to language learning and use.
Yet, language theorists across disciplines continue to study how individuals do language
rather than use language. Canagarajah (2013) uses the term “translingual practice” to describe
how people negotiate meaning across languages, how “the semiotic resources in one’s repertoire
or in society interact more closely, become part of an integrated resource, and enhance each
other” (p. 8). He sees translingual practice as “[applying] more to the strategies of engaging with
diverse codes” than to the product that emerges from such practices (p. 8). For Canagarajah
(2013), “English may find accommodation in the repertoire of a translingual, combining with
one or more local languages” (p. 68). Codes are “combined in idiosyncratic ways as it befits the
speaker, context, and purpose,” or in other words, the rhetorical situation (p. 69). Calling such
English use Lingua Franca English (LFE), Canagarajah (2013) points out that this is “a form of
practice, not a language with a stabilized system or structure,” thus drawing attention to the ways
in which English is “always in a state of becoming, open to reconstitution through ongoing
socially situated practices” (p. 70).
In this way, meaning is determined by interlocutors in a particular context, which may or
may not be repeated and eventually sedimented (Canagarajah, 2013, p. 71). This allows people to
“start from their preferred cultural values and identities and still engage in collaborative
meaning-making”

through

various

communicative

negotiation

strategies

(p.

78).

Translingualism, then, can become a practice through which people do more than simply
communicate information; they can also perform identity through negotiation strategies such as
“envoicing” (Canagarajah, 2013, p. 80). According to Canagarajah (2013), such translingual
practices find a comfortable space online, where individuals, such as the Nepalese youth in
Sharma’s (2012) study, are enabled “to feature not just different languages, but also different
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symbol systems (icons, images) and different modalities of communication (video, audio,
photographs) within the same text” (p. 111).
Canagarajah (2013) claims that the term “translingual practice” “serves as an umbrella
term for many communicative modes which scholars are finding in diverse domains and fields”
(p. 9). Of these, Ofelia García ’s (2009) terms “transglossia,” and “dynamic bilingualism” refer
to translingual practices that individuals use to negotiate meaning. Defining “transglossia” as
“the fluid, yet stable, language practices of bilingual and multilingual societies that question
traditional descriptions built on national ideologies, and that also interrogate the notion of
bilinguals possessing two autonomous systems of languages” (p. 108-9), García (2014) argues
that bi- and multilinguals draw on “their entire linguistic repertoire” (p. 112) and use a variety of
discursive practices, called “translanguaging,” to negotiate meaning. García (2014) looks
specifically at the ways in which students use these translingual practices and how teachers can
encourage these practices in the language learning classroom.
Another term used to describe translingual practice is Pennycook’s (2010)
“metrolinguistics,” which refers to the “forms of hybrid urban multilingualism in which English
now partakes” (p. 83). In his discussion of metrolinguistics, Pennycook (2010) argues that
English is “already local” (p. 70). Challenging Kachru’s (1986) separation of Inner, Outer, and
Expanding circles of English language use and the model of language spread, Pennycook (2010)
argues that “global Englishes do not have one point of origin but rather multiple, co-present,
global origins” (p. 74). In this view, “the old categorizations of language – varieties, codeswitching, bilingualism, mother tongue, multilingualism, borrowing – as well as the identities
that are assumed along lines of language, location, ethnicity and culture” are no longer useful
ways of thinking about how people practice language locally (p. 83). Instead, Pennycook (2010)
contends that a translingual approach to language practice allows us to understand how the
global is articulated locally and how identity is constructed and performed in time and space.
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1.3.4 Capital
Bourdieu’s “thinking tool” capital can be particularly helpful in the analysis of how and
why Mongolian Access students value and use various language resources and practices.
Bourdieu borrows from economic theory to develop his concept of capital; however, as Moore
(2008) notes, Bourdieu “is attempting to relocate the narrow instance of mercantile exchange
away from economics into a wider anthropology of cultural exchanges and valuations of which
the economic is only one (though the most fundamental) type” (p. 102). For Bourdieu, capital
can take many symbolic forms, broadly termed “symbolic” or “cultural” capital, that include “the
values, tastes and lifestyles of some social groups” (Moore, 2008, p. 102-3) and include
linguistic capital, educational capital, social capital, and other field-specific forms of capital. Yet,
all of these forms, according to Bourdieu (1986), are nearly always directly linked to actual
economic advantages and disadvantages in a social field: “economic capital is at the root of all
the other types of capital,” though symbolic capital is not reducible to pure economic capital
(para. 28). As Bourdieu (1986) argues, “the structure and distribution of the different types and
subtypes of capital at a given moment in time represents the immanent structure of the social
world, i.e., the set of constraints, inscribed in the very reality of that world, which govern its
functioning in a durable way, determining the chances of success for practices” (para. 1).
Capital is also closely connected to Bourdieu’s concept of “habitus,” and Moore (2008)
even contends that “symbolic capital and habitus are in effect the same thing” (p. 112). Habitus,
for Bourdieu (1984), is “a structured and structuring structure,” structured by the “conditions of
existence,” which include the economic and social conditions of one’s life as differentiated from
those of others, and yet it is also “the generative principle of objectively classifiable judgments
and the system of classification” (p. 170-172). In other words, the habitus is both formed by and
(re)creates conditions of existence based on difference. Bourdieu (1984) argues that the
interrelation of these conditions of existence with the habitus creates “classifiable practices and
works” or “lifestyles,” a set of choices and tastes differentiated from others (p. 170-172).
Articulating Bourdieu’s point, Maton (2008) argues that “what choices we choose to make . . .
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depends on the range of options available at that moment (thanks to our current context), the
range of options visible to us, and on our dispositions (habitus), the embodied experiences of our
journey” (p. 52). While these options are constantly sedimented through acts of performativity,
due to the mutually constitutive relationship between habitus and the conditions of existence,
Bourdieu’s (1984) theory allows for change and restructuring.
For Bourdieu (1986), symbolic, or cultural capital can take objectified or embodied
forms, with the objectified form being material representations of capital and the embodied form
being more abstract qualities of habitus, such as language use, tastes, and even physical features.
Bourdieu (1986) argues that the accumulation of embodied cultural capital “costs time, time
which must be invested personally by the investor” and “cannot be done at second hand” (p. 18).
This has particular implications for both social capital and linguistic capital.
Social capital, according to Bourdieu (1986), is a form of symbolic capital that is given or
acquired through association with a group or relationship between individuals. Bourdieu (1986)
defines social capital as “the aggregate of the actual or potential resources which are linked to
possession of a durable network of more or less institutionalized relationships of mutual
acquaintance and recognition . . . which provides each of its members with the backing of the
collectivity-owned capital, a ‘credential’ which entitles them to credit” (para. 19). Like other
forms of cultural capital, the accumulation of social capital requires work: “the network of
relationships is the product of investment strategies, individual or collective, consciously or
unconsciously aimed at establishing or reproducing social relationships that are directly usable in
the short or long term” (Bourdieu, 1986, para. 22). Thus, like other forms of symbolic capital,
social capital can be converted into economic capital, though this is not usually the conscious
aim of the development and maintenance of relationships and group membership. Bourdieu’s
(1986) theory of social capital has been criticized for depending too heavily upon the notion that
those from underprivileged backgrounds lack the social capital (and other forms of capital)
necessary to succeed in a modern, capitalist society, and must, then, seek social capital through
the forging of relationships with privileged others (for example, see Yosso, 2005).
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Linguistic capital is another form of cultural capital with significance for this study. For
Bourdieu (1991), having linguistic capital means having access to an appropriate linguistic
repertoire for a given situation or field and also having the ability to recognize how to most
effectively use language in specific situations in order to have the most favorable outcome.
Having the appropriate linguistic repertoire and being able to employ it effectively constitutes
the accumulation of linguistic capital, and the degree to which one possesses linguistic capital
can depend upon the distribution of other forms of capital and thus mark a person as belonging
(or not belonging) to a particular group or class (Bourdieu, 1991). English, in its various forms,
clearly fits with this definition of linguistic capital, as it pertains to certain fields, such as
international relations, global media, the professional workplace, and education. Those with the
“right” kinds and amounts of linguistic capital in the form of English tend to prosper in these
fields, while those without it seek to obtain it.
1.5

LIMITATIONS OF THE STUDY AND AVENUES FOR ADDITIONAL RESEARCH
The study is limited in that it represents the stories, experiences, and Facebook acts of

only five participants from a single geographical area. It is also limited in scope in that it only
examines one year’s worth of Facebook posts and profile pages and does not consider exchanges
between the participants and members of their network in depth. Finally, the study does not
consider the participants’ writing for academic or professional purposes outside of Facebook.
Future research could explore and compare the translingual practices of Access graduates from a
variety of geographical areas; it could look more intently at discourse between members of a
Facebook network; and it could explore and compare participants’ writing on Facebook and in
other contexts. Such studies would certainly enrich interdisciplinary discussions on the
relationships between identity performance and translingual writing as they work in the
imaginations and lived realities of young people across the globe.
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1.6

OUTLINE OF CHAPTERS
Chapter 2 explores some of the larger theoretical concepts underpinning this study,

including concepts of globalization and locality, identity formation, performativity, culture,
language, Englishes, translingual practice, and computer-mediated communication. Chapter 3
discusses the methodology and specific methods used in conducting this study, including an
overview of constructivist grounded theory, methods of information gathering and analysis, and
the positionality and reflexivity of the researcher during the research process. Chapter 4 looks
into how the participants’ translingual practices on Facebook contribute to the development and
maintenance of social capital as they work to connect with and perform their identities for their
networked audiences on Facebook. Chapter 5 considers the role that popular culture plays in the
translingual practices and rhetorical decision-making participants engage in while performing
their identities on Facebook. Chapter 6 examines how the participants perform Mongolian
national cultural identities on Facebook, looking specifically at how the recent sociopolitical
milieu has influenced what it means to be an “authentic” Mongolian in a globalizing world.
Chapter 7 discusses the role of English in the lives of the participants, the English Access
Microscholarship program in which they participated, and neoliberal values and how these three
interlocking influences inform their meaning-making practices and identity performances on
Facebook. Chapter 8 explores the imagination at work, concluding that the participants use
translingual practices on Facebook to develop complex cosmopolitan identities as they imagine
possible lives beyond the borders of their given circumstances. It further addresses how we can
link this study to our practice as instructors in the composition classroom, encouraging and
guiding our students in the development of cosmopolitan values and dispositions through
translingual practice.
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Chapter 2: Literature Review & Theoretical Background
2.1

THE GLOBAL
Blommaert and Dong (2010) argue that “the current wave of globalization is best

understood as a development within globalization” (p. 366, emphasis in the original). Certainly,
global relationships have occurred over nearly all periods of human history, and it is fair to see
globalization as a continuous process, with this current period representing only one particular
phase in the process. Yet, Pennycook (2007) points out that “this conception of the historical
continuity of globalization is widely contested on the basis that what we are now experiencing is
fundamentally new” (p. 25). He argues that while recognition of past global relationships, based
heavily on imperialism, colonization, and religious conversion efforts, is important to our current
understanding of the forces of globalization, so too is it vital to see today’s globalization
processes as unique (p. 26). Similarly, Appadurai (1996) finds that while there are certainly
“precursors, precedents, analogs, and sources in the past” informing “all major social forces,”
today’s globalized world “does involve a break with all sorts of pasts,” (p. 2-3) and this “rupture”
has serious consequences for our understandings of culture, identity, and language.
Today, the world is, for the most part, still organized according to divisions between
nation-states, each one whose integrity is determined by “ideas of ethnos, territory, and
sovereignty . . . and states make these ideas real through the ideologies of borders, armies, and
the defense of national sovereignty” (Appadurai, 2013, p. 104). As a “construct of 19th-century
nationalism,” the concept of national identity “assumes [an] unchanging national ‘essence’
residing in shared histories, a fixed territory and a common language” (Ghim-Lian Chew, 2007,
p. 89), and it is precisely this notion of national and cultural identity that is threatened by
processes of modern globalization.
Perkins and Thorns (2012) point out that there are five major processes involved in
today’s globalization: “the economic, often seen as the central process; the political; social;
cultural; and the environmental” (31). They argue that the process of economic globalization has
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been largely a neoliberal project, focused on the activities of transnational corporations and
organizations and competition for foreign capital (pp. 31-35). Certainly, since the break up of the
Soviet Union at the end of the 20th century, “the world seems marked by the global victory of
some version of neoliberalism, backed by the ubiquitous presence of the United States and
sustained by the common openness to market processes of regimes otherwise varied in their
political, religious, and historical traditions” (Appadurai, 2013, p. 153). Such economic
processes are often seen to have negative impacts on local cultures, particularly those in
developing countries, as the “goliaths” of transnational organizations, corporations, and cultural
producers from powerful nation-states impose themselves on these local cultures and essentially
force them to assimilate (García Canclini, 2014). For an extended exploration of the impact of
neoliberal ideologies in Mongolia, see Chapter 7.
In this view, economic globalization is seen as the driver of Westernization or
Americanization of local cultures across the globe. Yet, as Appadurai (1996; 2013) and
Pennycook (2007, 2010) argue, this is a narrow view of globalization. Appadurai (1996) claims
that “globalization is not the story of cultural homogenization” (p. 10) and “globalization does
not necessarily or even frequently imply homogenization or Americanization” (p. 17). He
reasons that while “the megarhetoric of developmental modernization” continues to play a role in
local responses to globalization, they are by no means dominated by it (p. 10). Instead, “the new
global cultural economy has to be seen as a complex, overlapping, disjunctive order that cannot
any longer be understood in terms of existing center-periphery models” (p. 32). Similarly,
Pennycook (2007) recognizes that today’s globalization is heavily influenced by powerful
supranational organizations, but that processes of globalization are more complicated than such
unidirectional relationships can explain. Theories of globalization that rely on the
homogenization of culture see economic, political, and cultural flows as forces originating in
powerful nation-states that populations in non-dominant cultures cannot resist, yet this view is
defied by the individual and group resistances, refashionings, and agencies that also demarcate
today’s globalization.
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Rather than seeing globalization as a one-way imposition of Western culture, Pennycook
(2007) defines globalization as “a compression of time and space, an intensification of social,
economic, cultural and political relations, a series of global linkages that render events in one
location of potential and immediate importance in other, quite distant locations” (p. 24).
Similarly, Appadurai (1996) argues that in this age of “interactions of a new order and intensity”
(p. 27), “we have entered into an altogether new condition of neighborliness, even with those
most distant from ourselves” (p. 29). Both of these statements emphasize the extended relations
between people living in different and distant parts of the world, but do not suggest that these
relations are merely one-sided or strictly controlled by one party. Instead, these relationships are
determined by the complex flows of people and media globally across what Appadurai (1996)
terms “imaginary landscapes” (p. 31), including ethnoscapes, mediascapes, technoscapes,
financescapes, and ideoscapes, all of which function across borders and constitute worlds based
on “the historically situated imaginations of persons and groups spread around the globe” (p. 33).
While these scapes are often dominated by the material of powerful nation-states,
supranational organizations, global industries, and popular media, “these landscapes are
eventually navigated by agents who both experience and constitute larger formations, in part
from their own sense of what these landscapes offer” (Appadurai, 1996, p. 33). In this way, the
landscapes themselves have no agency; rather those who navigate them do, and they do so by
“the work of the imagination,” which “is neither purely emancipatory nor entirely disciplined but
is a space of contestation in which individuals and groups seek to annex the global into their own
practices of the modern” (Appadurai, 1996, p. 4). In this way, despite the seemingly
overwhelming forces of globalization, individuals retain some degree of agency in their
interpretations of and reactions to it. And, through their resistances and refashionings, they offer
counternodes to powerful cultural exporters such as the United States, which becomes “only one
node of a complex transnational construction of imaginary landscapes” offering possibilities for
imagined lives (Appadurai, 1996, p. 31).
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As Pennycook (2007) argues, “there is not only resistance and reaction to globalization,
but these are also of many kinds, from the defensive and reactionary to the activist and
transformative” (p. 29). Exploring cultural and linguistic globalization in particular, Pennycook
(2007) points out how “transcultural and transidiomatic practices point to the ways in which
those apparently on the receiving end of cultural and linguistic domination select, appropriate,
refashion and return new cultural and linguistic forms” (p. 47). By doing so, individuals in
marginalized communities defy limiting definitions as victims of Westernization, instead
demonstrating their agency as they navigate the various landscapes of globalization in order to
engage in the work of imagination.
2.2

THE LOCAL
Discussions of globalization often tend to focus on large-scale processes, and, as

suggested in the first part of this section, they also tend to focus on unidirectional influences
from powerful players to less empowered groups. The result is often the dichotomization of the
global and the local, seen as unequal contributors to the processes of globalization (Robertson,
1995; Pennycook, 2007). The global-local dichotomy depends upon and supports other
oppositions, such as universalism vs. particularism and homogenization vs. heterogenization,
which fail to recognize the complexity of globalization processes (Robertson, 1995). Such
dichotomies also serve to pit the local against the global: “a world of local assertions against
globalizing trends, a world in which the very idea of locality is sometimes cast as a form of
opposition or resistance to the hegemonically global” (Robertson, 1995, p. 29, emphasis in the
original). Furthermore, a view of globalization that sees the global as overwhelming the local
depends upon an outdated view of the local as being, prior to globalization, “made up of a closed
set of reproductive practices and untouched by rumors of the world at large” (Appadurai, 1996,
p. 63). Finally, this view undermines the local by theorizing about it and promoting it from the
outside or above, imposing constraining narratives onto it rather than recognizing its
contributions from an emic perspective (Pennycook, 2010; Robertson, 1995; Said, 1978).
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Robertson (1995) proposes that the term “glocalization,” taken from Japanese business
parlance to describe the way that global corporations seek to meet the needs of diverse
consumers, be used to more meaningfully discuss globalization processes, since it recognizes the
simultaneous homogenizing and heterogenizing forces at work in these processes. He feels that
the term is useful in that it more accurately describes globalization processes as involving “the
simultaneity and the interpenetration of what are conventionally called the global and the local,
or – in a more abstract vein – the universal and the particular” (Robertson, 1995, p. 30).
However, Pennycook (2007), while also attempting to avoid arguments pitting the local and
global against one another, finds

“neologisms such as glocalization” as “flatten[ing] the

dynamics of what is occurring here” (p. 7). For Pennycook (2007, 2010), Robertson’s (1995)
term can only take us so far in understanding the complexities of the global-local relationship in
today’s globalization.
Robertson’s (1995) concept of glocalization limits the understanding of the global-local
dynamics of the current world, since it still focuses on how the global informs the local, whether
it is through homogenizing or heterogenizing forces, and it thus fails to address how the local
informs the global. In contrast, Pennycook (2010) argues that “globalization needs to be
understood not only in terms of reactions to global movements from above, made possible by
new media, institutions and technologies, but also in terms of local movements being made
global” (p. 4). Describing or defining the local within a more open theory of globalization that
chooses to see the local and global as interactive rather than polarities, then, is difficult, and
cannot be confined by only spatial, temporal, or cultural factors.
In attempting to define the local, Pennycook (2010) argues that “local landscapes are not
blank canvases or spatial contexts but integrative and invented environments” (p. 14). While
space and place are certainly important to a concept of locality, such space cannot be viewed as
“fixed and immutable” but must also “[encompass] a notion of time and change” or “space as
process” (Pennycook, 2010, p. 56). Furthermore, while space and time must be considered,
cultural perspectives, ideologies, and ways of knowing must also inform conceptions of the local
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(Pennycook, 2010). For Pennycook (2007), locality is “produced, not given, a result of particular
ways of constructing identity” (p. 6). Localities, then, are not defined strictly by their spatial or
temporal qualities, are not fixed, and are constantly in a state of “becoming,” as agents within the
locality engage in the process of place-making. Although in this view the local is about the
individual, the small-scale, the everyday, it would, however, be a mistake to assume that the
local is insignificant (Pennycook, 2010).
Pennycook (2010) contends that “the global may be conceived in terms of the cooccurrence of the local in time and space” (p. 137). This definition flips the narrative of
globalization as homogenizing force, seeing it instead as the always-in-flux totality of the local.
Since “what is global, part of the very one-ness of the world, can only be understood through the
locality of perspective,” (Pennycook, 2010, p. 79) then, the local takes on immense significance.
By recognizing that people are always located and understand the world through a “locality of
perspective,” the local ways of knowing become the lens through which the global occurs
(Pennycook, 2010, p. 79-80). And, these local ways of knowing both change and are changed by
the global. As Appadurai (1996) argues, as individuals produce and reproduce the local through
the construction of imaginary landscapes, “they contribute, generally unwittingly, to the creation
of contexts that might exceed the existing material and conceptual boundaries of the
neighborhood” (p. 185). Similarly, for Perkins and Thorns (2012), “everyday life is the flow of
social existence which is often routine and habitual, always embodied and temporal, often taken
for granted and localized, and which for the most part changes incrementally but also sometimes
dramatically” (p. 1). In this way, people living their everyday lives (re)construct their locality in
new ways that both contribute to and are partially constituted by global processes. Such complex
local understandings, then, serve to “constitute [individuals’] sense of what and who they are”
(Perkins and Thorns, 2012, p. 1), to shape their understanding of self as agents in the world.
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2.3

IDENTITY AND PERFORMATIVITY
The concept of “identity” has been approached from a number of disciplinary angles, and

in post-modern thought, it has been deconstructed in a way that is “critical of the notion of an
integral, originary and unified identity” (Hall, 1996, p. 1). Bakhtin’s (1981) idea that language is
not the product of an individual subject’s thought and Foucault’s (1972) argument that subjects
do not pre-exist discourse but rather are created by it go a long way towards recognizing identity
as performative, yet both leave less room for individual agency than later theorists are
comfortable with. In critique of Foucault’s work in The Archaeology of Knowledge and The
Discourse on Language, Hall (1996) contends that while this work “offer[s] a formal account of
the construction of subject positions within discourse,” it “[reveals] little about why it is that
certain individuals occupy some subject positions rather than others,” and he feels that this
“reinscribes an antinomy between subject positions and the individuals who occupy them” (p.
10). For Hall (1996), while the idea of “subject positions” helps us to see that individuals can
occupy a number of different and even contradictory roles, depending on the rhetorical situation,
it doesn’t go far enough in explaining how people come to occupy those positions and not others.
For Hall (1996), identity works to connect the individual with the subject positions he or
she occupies: “identities are thus points of temporary attachment to the subject positions which
discursive practices construct for us” (p. 6). Through the process of identification, then,
individuals can have some agency in which subject positions they accept or reject. Hall (1996)
believes that Foucault’s later work tends to agree and make space for individual agency and
identity in theory, as it seems to admit that “theoretical work cannot be fully accomplished
without complementing the account of discursive and disciplinary regulation with an account of
the practices of subjective self-constitution” (p. 13). Hall (1996) argues that identity is “about
questions of using the resources of history, language and culture in the process of becoming
rather than being: not ‘who we are’ or ‘where we came from’, so much as what we might
become, how we have been represented and how that bears on how we might represent
ourselves” (p. 4). The process of becoming, then, is not just about how discourse or society
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represents an individual but about whether or not and to what degree the individual represents
him or herself along those prescribed lines. Thus, identities do not pre-exist the process of
becoming, the practices that individuals engage in for subjective self-constitution, but are rather
made and remade through those processes.
This practice of self representation is advanced in the work of Judith Butler, who looks at
“the complex transactions between the subject, the body and identity” (Hall, 1996, p. 14). In her
discussion of gender, in particular, Butler (1988, 1990, 1997) posits that identification with a
social construct, such as gender, is a performative act involving an embodied agent who aligns or
fails to align herself with historically sedimented and recognized signifiers of that social
construct. Rather than being born into the subject position, then, Butler (1988) argues that
women claim, consciously or subconsciously, a gendered identity: “to become a woman, to
compel the body to conform to an historical idea of ‘woman,’ to induce the body to become a
cultural sign, to materialize oneself in obedience to an historically delimited possibility, and to
do this as a sustained and repeated corporeal project” (p. 522). In this way, then, “gender is
always a doing, though not a doing by a subject who might be said to preexist the deed” (Butler,
1990, p. 25).
While the individual does have some agency in Butler’s (1988, 1990, 1997) notion of
performativity, still “identities are a product of our on-going performances of acts that are largely
pre-scribed” (Pennycook, 2007, p. 70). When these acts are repeated across large sectors of a
population, they become sedimented, which means that they become naturalized, and individuals
called to certain subject positions (say by being born with female sexual organs) may be
compelled to also recognize their own repetitions of those acts as natural and expressive of a
prior identity (Butler, 1988). Butler (1988) suggests that through these acts, the concept of
gender as a pre-given construct is naturalized so that individuals believe in its essential nature,
and that “gender is made to comply with a model of truth and falsity which not only contradicts
its own performative fluidity, but serves a social policy of gender regulation and control” (p.
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528). Thus, the acts of sedimentation serve to compel further acts of sedimentation while those
who do not comply are marginalized (Butler, 1988).
However, because such identities are performed rather than expressed, emergent rather
than prior, there is room to resist the sedimented acts and perform alternative or altogether new
acts of identity, even if they are discouraged and punished by society. Yet, Pennycook (2007)
stresses that “in order to have a usable notion of performativity . . . we need, on the one hand, to
avoid the pull towards performance as openended free display (we perform whatever identities
we want to) and, on the other, the pull towards oversedimentation (we can only perform what has
been prescripted): to some extent, the performative is always along lines that have already been
laid down, and yet performativity can also be about refashioning futures” (p. 77). In this way,
then, identities are fluid and capable of shift but are also always performed within cultural spaces
created by the sedimentation of other, ongoing identity performances.
In the context of globalization, such sedimented cultural spaces are challenged by new
ideas and identity performances that transcend boundaries of all kinds. Hall (1996) argues that,
particularly in this postmodern time marked by global processes, identities are “increasingly
fragmented and fractured; never singular but multiply constructed across different, often
intersecting and antagonistic, discourses, practices and positions” (p. 4). In the chaos of a
globalizing, interconnected, and digitized world, some theorize that adolescents in particular are
engaging in erratic identity experimentation, especially online (Barnett, 2009). Barnett (2009),
for example, argues that the affordances of social networking “have given adolescents
unprecedented power to assemble, disassemble, and reassemble their identities” (p. 203).
However, although more cultural options may be available, and adolescents especially are able to
experiment with alternatives, there are still strong local, cultural, and global forces at play that
serve to constrain identity performance, even online.
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2.4

CULTURAL IDENTITY AND COSMOPOLITANISM
The assumption that a group’s culture is based on a particular, definitive, and fixed set of

values, traditions, beliefs, and ways of life, has been problematized by theorists such as
Appadurai (1996) and Pennycook (2007, 2010). Appadurai (1996) argues that “culture” has
come to imply “some kind of object, thing or substance, whether physical or metaphysical” (p.
12). Such substantiation of culture, Appadurai (1996) argues, is basically essentialism that too
easily ignores the realities of marginalized people. Furthermore, Pennycook (2007) points to the
criticism that “the notion of fixed cultures attached to ethnic or national identities” has received
since the late 20th century, particularly in the work of Said (1978), Bhabha (1994), and Clifford
(1988) (p. 45). Said’s (1978) influential text Orientalism, for example, argues that a geographic
and cultural location called “The Orient” is a Western construct that not only collapses “a wide
variety of social, linguistic, political, and historical realities” (p. 50), but also assigns a fixed
value and meaning to these realities from a Western perspective. The dangers in such notions are
clear.
Yet, Pennycook (2007) suggests that “culture” is still a heuristically valuable term,
arguing that it is “useful as a way of describing human difference” (p. 45). Appadurai (1996)
argues that “culture is not usefully regarded as a substance but is better regarded as a dimension
of phenomena, a dimension that attends to situated and embodied difference . . . less as a
property of individuals but as a heuristic device that we can use to talk about difference” (p. 13).
For this reason, Appadurai (1996) suggests using the adjectival form of the word, “cultural,”
which “stresses its contextual, heuristic, and comparative dimensions and orients us to the idea of
culture as difference, especially difference in the realm of group identity” (p. 13). Thus, culture,
viewed in an adjectival sense, becomes “the process of naturalizing a subset of differences that
have been mobilized to articulate group identity” (p. 15). Cultural identity, then, may be
described as group identity based on difference from other group identities.
Cultural identities are often created, supported, and mobilized by nation-states and ethnic
groups for the purposes of social projects focused on difference. Appadurai (1996) calls such
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large-scale mobilizations of cultural identities “culturalism” and argues that culturalist
movements “can take a variety of forms: they can be directed primarily toward self-expression,
autonomy, and efforts at cultural survival, or they can be principally negative in form,
characterized largely by hate, racism, and the desire to dominate or eliminate other groups” (p.
147). Nation-states and other large groups often promote ideas of cultural identity on the basis of
“shared claims to blood, soil, or language” which “draw their affective force from the sentiments
that bind small groups” such as families or clans (Appadurai, 1996, p. 140), in order to
categorize people based on difference. Appadurai (2013) contends that “the focus of the modern
state on borders and territories was essential to the idea of a people in the modern sense, a people
who were defined by their territorial co-presence, their countability, and their accountability to
the apparatus of the territorial state” (p. 85). As subjects to this kind of identity politics,
individuals can develop identities at least partially based on concepts of “we-ness” vs. “themness.” Indeed, such large-scale cultural identities can strongly influence an individual’s sense of
self; in fact, such cultural identities may even be imposed upon a person born into a specific
condition in a particular place (Perkins and Thorns, 2012).
Bourdieu’s (1984) concept of “habitus” can be meaningfully used to describe the ways
that people develop a cultural identity or “lifestyle.” For Bourdieu (1984), the habitus is “a
structured and structuring structure,” structured by the “conditions of existence,” which include
the economic and social conditions of one’s life as differentiated from those of others, and yet it
is also “the generative principle of objectively classifiable judgments and the system of
classification” (p. 170-172). In other words, the habitus is both formed by and (re)creates
conditions of existence based on difference. Bourdieu (1984) argues that the interrelation of
these conditions of existence with the habitus creates “classifiable practices and works” or
“lifestyles,” a set of choices and tastes differentiated from others (p. 170-172). Articulating
Bourdieu’s point, Maton (2008) argues that “what choices we choose to make . . . depends on the
range of options available at that moment (thanks to our current context), the range of options
visible to us, and on our dispositions (habitus), the embodied experiences of our journey” (p. 52).
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While these options are constantly sedimented through acts of performativity, due to the
mutually constitutive relationship between habitus and the conditions of existence, Bourdieu’s
(1984) theory allows for change and restructuring.
Such cultural identity options offered through the relationship between conditions of
existence and the habitus are part of the “givenness of things” or “relatively bounded set of
thinkable postures” that Appadurai (1996) suggests dominated social life prior to modern
globalization (p. 55). While recognizing that a certain degree of cultural change was always
possible and always present, he argues that today, the pervasiveness and speed of media and
migration has led to an opening up of ever more identity options for individuals throughout the
world (Appadurai, 1996).

Today, there is a “changing social, territorial, and cultural

reproduction of group identity . . . groups are no longer tightly territorialized, spatially bounded,
historically unselfconscious, or culturally homogenous” (Appadurai, 1996, p. 48), and this new
sense of group identity and the possibilities it affords means that “globalization has dislodged
culture from particular locales” (Rubdy and Alsagoff, 2014, p. 7). Culture can no longer be
defined or contained by the borders of the nation-state or the boundaries defining ethnicities.
The deterritorialization of culture in the globalizing world poses the problem of cultural
maintenance and preservation. Too often, despite acknowledgement of economic globalization,
“cultural identity is still assumed to be effectively autonomous and independent of the dynamism
of globalization” (Hunsinger, 2006, p. 36). Such attitudes about cultural identity lead to the idea
that it is important to preserve culture as one would preserve items in a museum (Ghim-Lian
Chew, 2007). Appadurai (1996) argues that such museumization of culture serves to make it less
a part of habitus and more “an arena for conscious choice, justification, and representation” (p.
44). Yet, cultural preservation “does not mean clinging to the past but changing as one goes
along” (Ghim-Lian Chew, 2007, p. 89). Since today, “conceptions of the future play a far larger
role than ideas of the past in group politics” (Appadurai, 1996, p. 145), cultural identities are
constantly in flux, and as they are, the conditions of existence they interact with are in flux too.
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In today’s globalizing world, individuals come into contact with a number of cultural
options through experiences with migration and media (Appadurai, 1996). These experiences
create opportunities for engaging with cultural forces in contact with one another, which can
place stress on the person experiencing the cultural contact (Berry, 1997). Pratt (1991) calls these
spaces where cultures interact “contact zones,” or “social spaces where cultures meet, clash, and
grapple with each other, often in contexts of highly asymmetrical relations of power, such as
colonialism, slavery, or their aftermaths as they are lived out in many parts of the world today”
(p. 34). Pratt (1991) argues that contact zones require individuals to respond, but responses are
not uniform across individuals, and they are often based on a mix of emotions. While Pratt’s
(1991) concept focuses on contact zones created by negative globalizing forces, particularly
those with a clear sense of domination and subordination, her points about the consequences of
cultural contact are useful in contexts such as voluntary migration, media experiences, and online
social networking as well, where more subtle versions of power relationships may exist. For
example, Pennycook (2007) suggests that “transcultural flows,” or “the ways in which cultural
forms move, change and are reused to fashion new identities in diverse contexts,” (p. 7) is a
“phenomenon of the contact zone’” (Pratt, 1992, p. 6 qtd. in Pennycook, 2007, p. 7).
In the state of a globalizing world marked by contact zones, then, individuals are often
tasked with selecting from a variety of cultural dispositions, tastes, and items to create a sense of
self. In many ways, local and traditional experiences continue to influence people’s sense of who
they are, but increasingly, migration and media offer new identity options. As Berry (1997)
argues, individuals in regular contact with different cultural ideas and forms face issues of
“cultural maintenance” and “contact and participation” (p. 9). These issues make them decide
what of their original culture they want to maintain and what of the new culture they want to
integrate and to what extent they want to do both (Berry, 1997). Jensen and Arnett (2012) point
out that for many people, growing up in today’s globalizing world is “no longer a question of
becoming an adult member of one culture but instead of figuring out how to negotiate multiple
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cultures” (p. 473). In today’s globalizing world, “culture and identity are fluid, nonstatic, and
often a work in progress” (Ghim-Lian Chew, 2007, p. 88).
Most of the studies across disciplines into cultural identity formation, acculturation
strategies, and language use in modern globalization have focused on the experiences of
immigrants, migrants, and those living in post-colonial nation-states (see for example Berry,
1990, 1997). However, many newer studies, particularly those focused on Internet and social
networking use, have begun to show how individuals, especially adolescents, who have had
limited (or even no) physical contact with foreign places or people, are encountering new
cultural forms and ideas and figuring out how they want to respond to them (Jensen and Arnett,
2012; Sharma, 2012). For example, Jensen and Arnett (2012) have appropriated Berry’s (1990,
1997) theory of acculturation strategies to show how these apply to individuals “who form part
of a majority culture but who still have exposure to other cultures as well” (p. 474). Such
exposure is usually offered through media and online connections, which provide “new resources
for experiments with self-making in all sorts of societies, for all sorts of persons” (Appadurai,
1996, p. 3).
Berry’s (1990, 1997) theory of acculturation strategies is based on 20th century
anthropological definitions, which tend to see cultures as autonomous units, definitions
problematized by a number of theorists, as discussed previously. However, like Pratt’s (1991)
theory of contact zones, Berry’s (1990, 1997) acculturation strategies may be useful in current
discussions of global cultural flows, and in particular in his discussions of immigration, in which
at least two cultural domains are in contact. Berry’s (1990) examination of acculturation
strategies looks particularly at psychological acculturation, noting how cultural changes at the
population level affect an individual’s “behavior, identity, values, and attitudes” (p. 234). He
argues that there are factors guiding those changes at the population level that can have
significant influence on a person’s psychological acculturation response, including the purpose
or reason behind the cultural contact, whether or not displacement has occurred, how long the
contact lasts, how permanent the contact is, any policies regarding the contact, and what the two
36

cultures have to offer each other (Berry, 1990, p. 238). While these can influence an individual’s
acculturation response, personal factors, including education, employment, residency in an urban
area, media, and religious belief, to name a few, also contribute to how a person responds to
cultural contact (Berry, 1990, p. 244). Clearly, then, not all individuals employ the same
acculturation strategies, even under similar circumstances; additionally, individuals may employ
different acculturation strategies in different areas of their life (Berry, 1990, 1997).
Berry (1990) contends that “acculturation sometimes enhances one’s life chances and
mental health and sometimes destroys one’s ability to carry on” (p. 247). Specifically, he
outlines four acculturation strategies: Assimilation, Separation, Integration, and Marginalization,
and argues that each one creates and is created by varying degrees of psychological stress (Berry,
1990, 1997). Assimilation occurs when an individual chooses to identify more with the new
culture; separation occurs when an individual chooses to avoid the new culture and only identify
with the original culture; integration occurs when aspects of both cultures form part of an
individual’s identity; and marginalization occurs when an individual identifies with neither the
original nor the new culture (Berry, 1997, p. 9). Berry (1997) claims that the “successful pursuit
of the integration strategy” tends to lead to “good psychological adaptation” (p. 20-21).
Jensen and Arnett (2012) contextualize and adapt these strategies for adolescents
experiencing increased levels of contact between their local ways of life and global influences. In
a significant departure from Berry (1990, 1997), they argue that the integration strategy is less of
an additive approach to identity construction wherein an individual adds aspects of the new
culture to the original and is rather more of a hybridization, “combining local culture and
elements of the global culture in ways that lead to entirely new concepts and practices” (p. 480).
In this way, then, the integration strategy becomes, for adolescents growing up in a globalizing
world, a transcultural strategy, one that results in “refashioned languages, cultures, identities and
traditions” (Pennycook, 2007, p. 133). The integration strategy also implies an openness on the
part of the acculturating individual to explore new cultural experiences. Jensen and Arnett (2012)
point out that such openness may “motivate civic participation” and “when such openness is
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combined with worldwide media access new community and civic movements may arise” (p.
485). In this way, then, it can encourage the development of cosmopolitan dispositions.
2.4.1 Cosmopolitanism
Cosmopolitanism is a way of thinking about global citizenship that has particular
implications for cultural contact and modern notions of globalization. The concept has a long
history, extending back in Western thought at least to the ancient Greeks and Diogenes the
Cynic’s famous statement, “I am a citizen of the world.” Its definition has changed over time to
accommodate new understandings of global realities, and the term has often been invoked in
discussions regarding moral, legal, and cultural issues. The term itself, built from the Greek
“cosmos” or “world” and “polis” or “city,” captures the idea of the interaction between the
global and local that is at the heart of past and present notions of cosmopolitanism. Across
theories of cosmopolitanism, there are tensions between universalism and particularism, between
the rights of the nation-state or group and the rights of the individual. Through the work of Kant
in the eighteenth century, cosmopolitanism became associated with morality based on reason and
used to promote “political designs based on recognition of the rights of the individual as opposed
to the state” (Delanty, 2009, p. 51). For this reason, cosmopolitanism has been associated with
international law, universal human rights, and world governance, though it has also been argued
to be merely an ideal without a base in reality. It is also criticized for setting up a problematic
duality between the global and the local (Delanty, 2009).
Delanty (2009) argues that after World War II, with the foundation of the United Nations
and the UN Declaration of Human Rights, the idea of cosmopolitanism became more tangible,
and its theorization has been reinvigorated in contemporary times with the new pace of
globalization. Delanty (2009) is quick to caution that cosmopolitanism cannot be reduced to
globalization nor does it depend on a duality of the local and the global. Instead,
cosmopolitanism is a real “development that is evident in cultural orientations, cognitive shifts
and in more overt political forms, as well as in transnational identifications” that is “[taking]
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place in a context of colliding global and nativistic forces” (Delanty, 2009, p. 11). Delanty
(2009) argues that cosmopolitanism is a social phenomenon and “concerns processes of selftransformation in which new cultural forms take shape and where new spaces of discourse open
up, leading to a transformation in the social world” (p. 88). While this can occur on a larger
scale, for example on the basis of shifts in national identities, it also occurs on a personal or
individual level as people engage with others and with what Delanty (2009) terms the “global
public” or “the ever-present sphere of discourse that contextualizes political communication and
public discourse today” (p. 69).
Cosmopolitanism, whether on the scale of societies and publics or on the scale of the
individual, still has a primarily moral dimension that emphasizes human rights, openness,
tolerance, and respect for difference. In her pivotal article on cosmopolitanism, Nussbaum
(1996) argues that cosmopolitan sentiments and loyalties equate to “what is morally good” (p. 5),
restating the Kantian ideal that “one should always behave so as to treat with equal respect the
dignity of reason and moral choice in every human being” (p. 8). In this way, she suggests that
cosmopolitanism is a moral position that one may identify with and one that people need to adopt
in order to solve the serious global issues that “[require] global planning, global knowledge, and
the recognition of a shared future” (p. 12). Similarly, Appiah (2006) argues that individuals who
identify as cosmopolitan believe that “no local loyalty can ever justify forgetting that each
human being has responsibilities to every other” (p. xvi). Appiah (2006) further indicates that
cosmopolitanism is a way of being a global citizen that values “universal concern and respect for
legitimate difference” (Appiah, 2006, p. xv).
The model of classic contact theory (Allport, 1954) suggests that contact between groups
or individuals can enhance tolerance, under certain conditions, and more recent contact theory
(Pettigrew and Tropp, 2006) suggests that unconditional contact can also promote acceptance.
For this reason, Nussbaum (1996) suggests that education must take on the job of cultivating
cosmopolitan values in the citizenry by exposing students to the struggles, successes, and
histories of those living elsewhere (p. 6). Those with a cosmopolitan education or with
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cosmopolitan experiences can develop a sense of self that allows them to “see the world from
perspectives remote from the outlook in which [they] had been brought up” (Appiah, 2006, p. 5),
which should promote reflexivity, understanding, and tolerance. However, this has been
criticized as overly optimistic, since interaction with the Other certainly does not always, or even
often, result in positive self-transformation or the development of cosmopolitan values. Radice
(2015) points out that “because the consequences of contact are unpredictable, misunderstanding,
ambivalence, incivility or hostility – indeed, forms of parochialism, or unwillingness to engage
with the other – can arise too” (p. 598). This is one reason why it is extremely important not to
conflate cosmopolitanism with transnationalism or globalization.
Since individuals and groups can react in multiple ways to contact and interaction with
Others, it might be more beneficial to think of cosmopolitanism as “a set of structurally
grounded, discursive resources available to social actors which is variably deployed to deal with
issues like cultural diversity, the global, and otherness” (Skrbis and Woodward, 2007, p. 730). In
this way, cosmopolitanism becomes just one of many acculturative options for individuals and
societies undergoing change as a result of globalization. Skrbis and Woodward (2007) further
argue that cosmopolitanism be seen as a disposition which is made possible, though certainly not
guaranteed, by the processes of globalization. Their research, like others’ (Mau, Mewes, and
Zimmermann, 2008; Radice, 2015), shows that individuals also engage cosmopolitanism
variably and that there are often limits to a person’s willingness to engage, tolerate, or try to
understand the Other. Because of this, cosmopolitanism might best be seen as “a set of
increasingly available cultural outlooks that individuals selectively deploy to deal with new
social conditions” (Skrbis and Woodward, 2007, p. 745).
In this vein, cosmopolitanism is seen as a disposition, outlook, or orientation rather than a
specific identity or utopian ideal. Delanty (2009) argues that cosmopolitanism is less of a
“concrete identity” that one can develop and rather refers to a “dynamic or orientation” based on
“ways of thinking, cognition and feeling that derive neither from the native culture nor from the
culture of the Other, but from the interaction of both” (p. 11). The interplay between the global
40

and local, the Self and the Other, creates “tensions in which different principles and orientations
are played out” resulting in “changes in self-understanding [which] occur as a result of global
challenges” (p. 16). Radice (2015) argues for a conception of “personal cosmopolitanism” which
she defines as “a personal disposition, orientation or attitude, plus its concomitant skills and
practices” (p. 589). Such “skills and practices” may include translingual practices and
competencies, as Canagarajah (2013) argues. Canagarajah (2013) indicates that cosmopolitanism
might best be “treated as a process, achieved and co-constructed through mutually responsive
practices,” since “practices help negotiate the shifting, fluid, and hybrid values in changing
situations and interlocutors to achieve community” (p. 195). Translingual competencies may be
included in what Skrbis and Woodward (2007) call “cultural-symbolic competencies” that refer
to “an individual’s ability to know, command and enact a variety of cultural knowledges and
repertoires” (p. 732).
Whether a cosmopolitan disposition occurs naturally as a result of contact and
engagement or is instead a consciously chosen response to interaction with the Other is a matter
of debate, though several theorists argue that cosmopolitan attitudes can occur whether
individuals actively identify as cosmopolitans or not (Delanty, 2009; Mau et al., 2008; Radice,
2015; Skrbis and Woodward, 2007). Delanty (2009) argues that “cosmopolitanism is rooted in
real experiences” and is not “an elite movement or an abstract ideal that has no substance” (p.
13). Mau et al. (2008) use empirical research to argue that “inter-ethnic and inter-cultural
relations promote the development of cosmopolitan values, as well as lower the level of
prejudice, and improve the capacity to accept the other in his [sic] otherness as equal and to
perceive cultural differences as a source of enrichment” (p. 4). Their findings show that
transnational travel, specifically, enhances the development of cosmopolitan attitudes among a
general German population (Mau et al., 2008). While Mau et al.’s (2008) study did not measure
the variables of virtual or imaginative transnational experiences, they do suggest that these would
also impact the development of cosmopolitan dispositions.
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While travel remains an important condition for the development of a cosmopolitan
disposition, Radice (2015) argues that we need to “disentangle the concept of cosmopolitanism
from international mobility and resituate it as a relations between persons that does not require
cross-border travel” (p. 588). While cosmopolitanism has often been considered a privileged
disposition or worldview of the elite, who have the resources, including money, time, education,
and connections conducive to cultivating a cosmopolitan outlook (see, for example, Hannerz,
1990), newer research considers “ordinary cosmopolitanism” (Skrbis and Woodward, 2007),
“street-corner cosmopolitanism” (Radice, 2015), or “cosmopolitanism from below” (Appadurai,
2013). Radice (2015) argues that “personal cosmopolitanism was . . . the preserve of a
globetrotting elite whose intercultural competencies facilitated their mastery of, or at least
channeled the benefits from, the neoliberal globalised economy” (p. 589). Today, however, more
and more people are gaining access to the kinds of transnational and transcultural experiences
that could promote cosmopolitan values and encourage the cultivation of a cosmopolitan
disposition, and many of them are doing so through engagement with the Other through media
and virtual spaces (Mau et al., 2008; Skrbis and Woodward, 2007). While this is true, Skrbis and
Woodward (2007) are also quick to caution that cosmopolitan dispositions and practices are
“increasingly available – yet not guaranteed – to individuals for the purposes of dealing with
cultural diversity, hybridity and otherness” (p. 734).
Thus positioned as a disposition, orientation, or perspective accessible to individuals
from a variety of backgrounds through their everyday experiences rather than a specific identity
cultivated only through travel, the concept of cosmopolitanism refutes the global-local duality
often evoked in its criticisms. Radice (2015) argues that cosmopolitanism is “more about
conceptual than spatial movement” or “mobility of the imagination rather than the mobility of
the physical person” (p. 595). Delanty (2009) suggests that “the cosmopolitan imagination entails
a view of society as an ongoing process of self-constitution through the continuous opening up of
new perspectives in light of the encounter with the Other” (p. 13). The suggestion here is that
opportunities to engage positively with difference create “moment[s] when a transformation in
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self-understanding happens as a result of the interaction” between self and Other (Delanty, 2009,
p. 15), and the accumulation of such moments contributes to cultural shifts on both individual
and societal levels.
It may also be useful to discuss cosmopolitanism as a kind of competence that can be
developed or cultivated. Hannerz (1990) suggests that as a matter of competence,
cosmopolitanism entails “an aspect of a state of readiness, a personal ability to make one’s way
into other cultures, through listening, looking, intuiting and reflecting” as well as “cultural
competence, . . . a built-up skill in manoeuvring [sic] more or less expertly with a particular
system of meanings and meaningful forms” (p. 239). Similarly, Radice (2015) posits that
cosmopolitanism consists of “dispositions and competencies” (p. 595). Skrbis and Woodward
(2007) also argue that cosmopolitanism is a disposition “involving particular competencies,
modes of managing meanings, and varieties of mobilities” (p. 732). Such competencies include
“an individual’s ability to know, command and enact a variety of cultural knowledges and
repertoires” (Skrbis and Woodward, 2007, p. 732). Furthermore, cosmopolitan competencies
include the ability to understand oneself more critically: “by looking at ourselves through the
lens of the other, we come to see what in our practices is local and nonessential, what is more
broadly or deeply shared” (Nussbaum, 1996, p. 11). Delanty (2009) argues that cosmopolitanism
entails a certain amount of “reflexivity within existing identities” (p. 77), and Skrbis and
Woodward (2007) suggest that it requires “a degree of reflexive engagement” with the Other (p.
733). Finally, Canagarajah (2013) argues that the performative competence required for
translingual practice is a cosmopolitan kind of competence: “the dynamic and reciprocal
strategies translinguals adopt, based on their knowledge of how, motivate them to respond
strategically to unexpected interlocutors and spaces with diverse norms in contact zones” (p.
174).
The values associated with cosmopolitanism – openness, reflexivity, respect for all
human life, appreciation for difference and diversity, curiosity, a willingness to engage
meaningfully with the Other – are often considered the kinds of values that may be cultivated to
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promote peace (Appiah, 2006; Delanty, 2009). Appadurai (2013) argues that while peace is often
considered the default, we need to pay more attention “to the labor or social effort required to
produce peace as an everyday fact in human societies,” (p. 81) particularly considering the
threats to peace posed by the anxieties and uncertainties produced by globalization (p. 91).
Appadurai (2013) contends that “globalization . . . produces new incentives for cultural
purification, as more nations lose the illusion of national economic sovereignty or well-being”
(p. 91). Uncertainties regarding identity coupled with “inequality and economic and cultural
exclusion” (García Canclini, 2014, p. 140) may cause some to experience higher levels of
acculturative stress and pursue separation or marginalization strategies to deal with it (see Berry,
1990, 1997; Jensen and Arnett, 2012). Such strategies could and often do result in xenophobic
and ultranationalist sentiments that are made manifest in violent actions. While it is important to
look at the conditions that cause violence, it is also important, as Appadurai (2013) reminds us,
to look at how peace is produced and maintained. For Appadurai (2013), part of the answer is
“cosmopolitanism from below,” or “a variety of cosmopolitanism that begins close to home and
builds on the practices of the local, the everyday, and the familiar, but is imbued with a politics
of hope that requires the stretching of the boundaries of the everyday” (p. 198).
2.5

IDENTITY PERFORMANCE ONLINE
It is clear that the development and spread of the Internet has opened up new spaces that

transcend geographical and temporal boundaries, allowing people to communicate with others
from very different localities, to obtain information on any number of topics, and to perform
their own identities for a wide and globally dispersed audience. While face to face encounters, or
those through other means, such as mail, telephone, or traditional media channels are still a part
of our everyday communications, Perkins and Thorns (2012) suggest that we need to expand our
notions of “place and community . . . to incorporate real and the virtual ‘spaces’ in which people
can meet, engage, and build ongoing relationships” (p. 110).
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While earlier studies of computer-mediated communication (CMC) emphasized the
freedom of users to experiment with identity due to the anonymity of internet communications
(see Turkle, 1995), much of the research today shows identity performance as more constrained,
as anonymity is not always, or even usually, a given, particularly on social networking sites
(SNS). Social networking sites are defined as “web-based services that allow individuals to (1)
construct a public or semi-public profile within a bounded system, (2) articulate a list of other
users with whom they share a connection, and (3) view and traverse their list of connections and
those made by others within the system” (boyd and Ellison, 2008). SNS such as Facebook,
Twitter, MySpace, and Instagram have become essential components of many people’s social
lives all over the world (Cunliffe, Morris, and Prys, 2013; Mallan et al., 2010; Sharma, 2012)
Furthermore, such sites are seen not as ways to meet new people or interact with strangers but as
a way to build, maintain, and strengthen offline social relationships; those included in the
“friends” list of many SNS are then most often those who the user knows in offline life,
including offline friends, neighbors, classmates, family members, and professional contacts
(boyd and Ellison, 2008; Cunliffe et al., 2013; Ellison, Steinfield, and Lampe, 2007; Mallan et
al., 2010). For this reason, many researchers argue that rather than developing new, fantastical
identities in online spaces, on SNS, users tend to perform identities that align more closely with
their offline identities (Bronstein, 2014; Grasmuck, Martin, and Zhao, 2009; Hull and
Stornaiuolo, 2010; Wittkower, 2014; Zhao, Grasmuck, and Martin, 2008).
Studies of identity performance on SNS like Facebook tend to rely on the notion of selfpresentation developed by Goffman (1959). Goffman’s (1959) work uses theatrical metaphor to
describe the ways that individuals present themselves and attempt to control the impression
others have of them in interactions given a certain set of situational considerations. He argues
that both the individual and the others with whom he or she is interacting “buy into” the identity
performance at varying levels in different situations but usually come to an implicit
understanding in order to avoid conflict (Goffman, 1959). Butler (1988) contends that Goffman
(1959) perhaps gives too much agency to individual actors by assuming that they have an inner,
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identity core that they then choose to reveal or conceal in acts of impression management.
Instead, Butler (1988) argues that the self is actually created in the performative act. However,
Goffman’s (1959) approach to self presentation does hold some value for the ways in which
people work to control the impression they make online, and particularly on SNS, whether
consciously or subconsciously.
To complicate matters, we all have multiple identities that correspond with various
aspects of our lives; for example, one person might be a professor in one context, a mother in
another context, and a political activist in yet another context. Offline, each of these identities
usually takes primacy while in a specific context, although they do also overlap. Grasmuck et al.
(2009) argue that “just as people present themselves differently to different offline audiences,
Facebook users tailor their online presentations to particular audiences” (p. 162). Similarly,
McGinnis, Goodstein-Stolzenberg, and Saliani (2007) claim that “online sites afford youth the
spaces where multifaceted identities can be constructed, experienced, explored and even
performed” (p. 285). Yet, as Wittkower (2014) points out, self-presentation today is more
complicated than in the pre-Internet era, because now, we still have multiple identities that we
perform to different communities, but we also have to somehow reconcile these in an online
world, such as Facebook, where our communities, roles, and identities intermingle. Marwick and
boyd (2011) call this phenomenon of overlapping networks “context collapse” and argue that
“the need for variable self-presentation is complicated by increasingly mainstream social media
technologies that collapse multiple contexts and bring together commonly distinct audiences” (p.
115).
Back et al. (2010) use a Goffmanian approach that posits a “real” offline self expressed
through their SNS profiles in a study that found that people use these profiles “to communicate
their real personality” (p. 1). This study is significant because it shows that SNS users are
attempting to reflect their offline personalities in these online spaces rather than trying to project
idealized versions of themselves that may contradict their networks’ impression of them in
offline settings. However, other studies show that SNS users still work hard at impression
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management online by highlighting certain aspects of themselves and hiding others.
Furthermore, they also see the SNS profile as a space to perform identities that they aspire to, yet
in a way that won’t present them as “fake” to an online network that also form part of their
offline worlds. Self presentation and impression management in these online spaces is
complicated, not only because the audience tends to be comprised of those the user actually
knows offline, but also because the network of “friends” tends to be a group of people from
different aspects of a person’s life and who may know the user by his or her primary identity in a
particular situation or role.
Bronstein (2014) uses Goffman’s (1959) notion of self-presentation with Markus and
Nurius’s (1986) concept of “possible selves” to articulate the ways that people perform identity
on SNS. “Possible selves” are those identities that have not yet been fully realized, and while
individuals can invent a number of possible selves, they are still constrained by the cultural
contexts in which they are embedded (Markus and Nurius, 1986; Bronstein, 2014). According to
Bronstein’s (2014) research, a large number of the participants (73.1%) felt that their SNS
profiles did not accurately depict their real selves. Furthermore, she found that “participants
wanted to create a positive or socially acceptable possible self on their profiles” and used a
number of strategies to control the impression they projected online (Bronstein, 2014). However,
she also found that the majority (92.8%) of the participants used their real names and disclosed
other information about themselves that those in their network would find to match their offline
selves. Her conclusion is that, for her participants, “identity creation on a social networking site
is a reflective process that may be motivated by the need for self-enhancement that would result
in a possible self that communicates the best part of themselves to others” (Bronstein, 2014). In
this way, people disclose information about themselves in a thoughtful way, so as to highlight
what they consider to be the most socially desirable aspects of themselves.
Also working with Markus and Nurius’s concept of “possible selves” in the context of
Internet dating and identity re-creation, Yurchisin, Watchravesringkan, and McCabe (2005)
argue that while some of their participants would include “verifiable” or “honest” information
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about themselves in their profiles, most also found the dating sites to be safe arenas for exploring
their “hoped-for-possible selves.” The “hoped-for-possible selves” are identities that individuals
are working towards achieving or ones that they see as socially and/or personally desirable
(Yurchisin et al., 2005). Grasmuck et al. (2009) found that Facebook users tended to present
relatively accurate portraits of themselves online, since they could easily be “called out” offline
for displaying a possible self. Yet, they still found that many Facebook users “emphasize or even
exaggerate the parts of their possible selves that are socially desirable but not readily discernible
in brief offline encounters, such as one’s character, intelligence, and other important inner
qualities” (p. 163). Furthermore, they chose to “hide or de-emphasize the part of their selves they
regard as socially undesirable, such as shyness, overweight, or stuttering” (p. 163). Through the
careful selection of photographs, lists of cultural preferences, and wall posts left by others,
Facebook users can create an implicit portrait of themselves that may not strike a combined
online/offline network as false but that also expresses characteristics of a “hoped-for possible
self” (Grasmuck et al., 2009).
Yurchisin et al. (2005) argue that the experimentation with hoped-for possible selves that
Internet dating sites afford allows individuals the opportunity to explore these identities offline
as well, which may lead to the development of this identity into a “now self” (Markus and
Nurius, 1986). Similary, Zhao et al. (2008) found that through both explicit and implicit identity
performances, Facebook users thoughtfully presented socially desirable identities that would also
be “verifiable” by others in their online/offline networks. Arguing that “identity is not an
individual characteristic; it is not an expression of something innate in a person, it is rather a
social product, the outcome of a given social environment and hence performed differently in
varying contexts,” Zhao et al. (2008) recognize that “digital selves’ are real, and they can serve
to enhance the users’ overall self-image and identity claims” (p. 1831-1832). Hoped-for-possible
selves, then, become real by being performed online, and often have consequences for identity
development and refashioning offline.
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Mallan et al. (2010) use the term “iScapes,” following Appadurai’s (1996) concept of
scapes (see section 2.1.1) to describe how “online technologies shape interactions that invariably
filter into offline contexts, giving shape and meaning to human actions and motivations” (p.
264). The concept of iScapes goes a long way towards describing how online identity work is
performative, how by performing hoped-for-possible selves online, people are able to develop
their sense of who they are in both their online and offline worlds, which are becoming
increasingly inseparable. As Mallan et al. (2010) point out, “the distinction between online and
offline worlds is often blurred and people continue to occupy both virtual or iScapes and
landscapes simultaneously” (p. 267). As the worlds blur, young people today “both experience
and imagine themselves in online worlds and . . . translate these online identities into their offline
activities” (p. 268). Thus, rather than expressing prior identities online, youth today are
performing identities online that are often inseparable from their overall sense of self, which is
constantly involved in a “process of formation and change, [involving] complex relations
between self and others across spatiotemporal scapes” (p. 268).
In today’s iScapes, many people are interacting with individuals, ideas, events, and
markets from around the globe, in essence, engaging in transnational experiences without
physically crossing any borders (Schreyer, 2012, p. 62). Because of this, “the global is therefore
a significant force that impacts the way young people see themselves within their local reality”
(Mallan et al., 2010). Sharma (2012) argues that for his Nepalese participants, Facebook is a site
where the global and the local can be negotiated in the identity performances and social relations
they build with others. The connection to the global opens up a variety of possible lives that
individuals may perform online. As Androutsopoulos (2006b) points out, “user self-presentation
is a site for both the affirmation and transcending of ethnicity” (p. 539). As individuals connect
with the global through online encounters, they acquire opportunities to develop cosmopolitan
dispositions, even if their social networks remain mostly local (Hull and Stornaiuolo, 2010;
Sharma, 2012).
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Furthermore, for those who do physically cross borders and seek to maintain ties with
their home country while also making connections in the new place, the Internet offers
opportunities to become involved in an “online culture that not only transcends geographic
distance and boundaries, but has also become an integral part of their identities and social
realities” (McGinnis et al., 2007). McGinnis et al. (2007) argue that these youth, “who hold
affinity ties and/or affiliations to two or more countries” can cultivate “transnational identities”
that transcend geographic boundaries (p. 284). These young people use a variety of strategies to
negotiate their multiple subject positions and identities and integrate them into their everyday
lived experiences (McGinnis et al., 2007). As Berry, Hawisher, and Selfe (2012) demonstrate
through their work with transnational literacy narratives, those “inhabiting transnational contexts
learn, take up, and use digital communication technologies to extend their communicative reach,
to maintain their social and cultural identities, and to construct their worlds” (n.p.). For those
with transnational identities as well as for those who remain local but connect with the global
through iScapes, identity performance is how they construct those worlds.
2.6

LANGUAGE AND ENGLISH(ES)
Canagarajah (2013) argues that cosmopolitanism should be “treated as a process,

achieved and co-constructed through mutually responsive practices” because “practices help
negotiate shifting, fluid, and hybrid values in changing situations and interlocutors to achieve
community” (p. 195). The kinds of “global citizenship that have always been important for all of
us,” then, depend upon effective communication practices and strategies that foster cooperation,
mutual respect, and openness (Canagarajah, 2013, p. 193). Yet, restrictive theories and models of
language use, on which language policies and educational practices worldwide are often based,
still tend to focus on languages as products rather than as meaning-making practices.
Furthermore, such products are often viewed as discrete entities indelibly connected to cultures
and nation-states. These theories and models of language use argue that meaning is contained in
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language, and competence in that language means that one is able to successfully transmit and
receive information from other interlocutors in that language, or code.
However, globalization has provided opportunities for greater insight into the ways
people and language interact, and thus newer theories of language use are beginning to provide
stronger explanations for the ways that people use language resources to meet their varying
needs (Canagarajah, 2013; Otsuji and Pennycook, 2014; Pennycook, 2007, 2010; Tollefson and
Tsui, 2007). These new theories challenge “monolingualist assumptions that conceive literacy as
a unidirectional acquisition of competence” (Canagarajah, 2006b, p.589) in a particular reified
code and instead view it as the ability to develop and effectively use a repertoire of
communicative practices in order to co-construct meaning across diverse contexts and audiences.
Such theories recognize that “languages are not organisms that interact with the environment, or
fixed, static systems, but rather shifting, changing cultural artefacts” (Pennycook, 2010, p. 105).
As such, they are rather “constantly changing [phenomena] . . . born out of the negotiated
dialogue people enter into” (Agnihotri, 2007). In this way, language can be conceived of as a
social practice, one that emerges from the need to create meaning in discourse with others
(Pennycook, 2010). Furthermore, while lacking “ontological status,” or “an objective reality out
there,” languages can still be conceived of as “constructs that are always open to reconstitution
and relabeling” (Canagarajah, 2013, p. 15-16). Seeing languages, then, as socially constructed
sets of practices, strategies, and resources, allows more space to explore the ways that people use
language(s) to meet their needs and construct their worlds.
In the context of globalization, in which “transnational contact in diverse cultural,
economic, and social domains has increased the interaction between languages and language
groups” (Canagarajah, 2013, p. 2) people are exposed to and able to adopt new language
practices, strategies, and resources for their repertoires, which they are then able to employ in a
number of different ways to create meaning and meet their expanding needs. Canagarajah (2013)
argues that there are “new communicative modes” that emerge “as people adopt creative
strategies to engage with each other and represent their voices,” and he uses the term
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“translingual practice” to describe the new orientation towards language that these new
communicative modes seem to require (p. 2-6). Otsuji and Pennycook (2014) use the term
“metrolingual practice” to discuss the ways that “people produce, resist, defy and rearrange
linguistic resources in and through local linguistic practices” (p. 85). García (2014) uses
“dynamic bilingualism” to argue that “language practices are multiple and ever adjusting to the
multilingual multimodal terrain of the communicative act” (p. 109). And, Pennycook (2010) uses
“language as a local practice” to discuss the ways that language is connected to “the deeply
social and cultural activities in which people engage” (p. 1). Each of these terms utilizes spatial
language (trans, metro, terrain, local) in order to depart from terminology that enumerates
language (mono, poly, multi), which allows them to capture the ways that language(s) interact,
move, and change as they are practiced.
2.6.1 English as the Lingua Franca
Pennycook (2007) argues that “English is closely tied to processes of globalization: a
language of threat, desire, destruction and opportunity” (p. 5). There is no question that
globalization has encouraged the increased use of English worldwide. Whether imposed through
colonial or neocolonial language policies, required for business negotiations, or distributed
through media platforms, “no community is devoid of contact with English today” (Canagarajah,
2013, p. 60). Often referred to as an “international language,” “global contact language,” or
“lingua franca,” English is assumed to be the language through which transnational interactions
take place and as necessary for the advancement of nation-states, organizations, and individuals
on the world stage. As Canagarajah (2013) claims, common discourses that assume that “English
and elite varieties of that language” have the greatest amount of linguistic capital (see Chapter 7)
based on its status in certain global institutions, lead to “its frenzied acquisition in many
countries, as governments prepare their citizens for higher education and professional
advancement and, thus, migration and remittances as the path to development” (p. 159). Such
attitudes are problematic since they tend to ignore the ways English is actually used in a variety
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of contexts, to focus on standard or elite forms of English usage, and to promote troubling
educational language policies. How nation-states and individuals deal with the presence and
pervasiveness of English vary, but they are increasingly being forced to confront it.
As a “language of threat,” and “destruction” (Pennycook, 2007), English, in many
cultural contexts, is seen as having the power to transform or even kill local languages and
cultures. As Canagarajah (2013) points out, in post-colonial settings, for example, “the
colonizing languages had the power to reproduce their monolingual ideologies and hierarchical
social relations in local communities through their institutions (such as schools and civil
administration)” (p. 50). As Tsui (2007) explains it, in Hong Kong during colonialism, “English
education was . . . a process of acculturation” (p. 123). In many contexts, it has served as a tool
of hegemony, a way for colonial and elite powers to exercise control over the people and to
impose cultural assimilation on them. Partially due to its colonial legacy in much of the world,
then, and partially due to the fact that “English-speaking countries with economic power, such as
the United States [are] at an advantage over other countries in exporting their cultural products”
(Sungwon, 2007), there is a pervasive fear in many communities that English could irreparably
damage or ultimately destroy their own languages and cultures. Therefore, many nation-states
have imposed language policies that work to counter the influence of English in their populations
(see Tsui and Tollefson, 2007).
However, Canagarajah (2006a) suggests that because “postmodern thinking prevents us
from thinking” of constructs such as identities, cultures, languages, and communities as
“bounded and objective entities” and instead encourages us to “recognize their constructed, fluid,
and hybrid nature, scholars are beginning to doubt that local languages, identities, or
communities have to be protected against English” (p. 203). Instead, as “people adopt this
language to engage with diverse communities” (Canagarajah, 2013, p. 12), they do not tend to do
so by relinquishing their own language practices (García, 2014). Furthermore, Pennycook (2010)
complicates the notion of threatened languages by arguing that “people adapt their language
practices to new social and economic conditions” and that “speakers use another language
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increasingly adaptable to their changing needs” (p. 98). Since people adapt language practices to
their needs, they may see linguistic and cultural survival as “guaranteed by constant change,
through the acquisition of newness, through difference” (Pennycook, 2010, p. 105).
However, “preservationist rhetoric, with its exoticizing and romanticizing view of local
people locked in time, runs the danger of overlooking the language practices and language
ideologies of local populations” (Pennycook, 2010, p. 105). For example, in New Zealand,
efforts to preserve the Maori language are generally undertaken by elites whose “education and
life experiences are likely to have been mediated through the more powerful [language of
English]” while the reality is that many Maori are actively working to “[weave] a Maori identity
through English and [infuse] into English a Maori worldview” (Benton, 2007, p. 174, 177). As
Maori people use all available language resources to meet their changing needs, preservationist
movements from above seem to be a strategy of the elite, since users are being asked “to put
linguistic richness before personal wealth, to preserve the language for the sake of linguistic
diversity,” rather than to suit their own needs (Pennycook, 2010, p. 91-2).
Preservationist fears are often based on the argument that globalization means
Westernization and the homogenization of culture and that English and other powerful languages
are both part of this homogenization and conveyers of it. Yet, despite these fears, most nationstates, organizations, and individuals still see English, and to a degree, other powerful languages,
as necessary to their development goals. As a language of “opportunity,” then, English is often
considered a language to be learned and used for utilitarian purposes but differentiated from
culture or identity (Canagarajah, 2006a; Tsui and Tollefson, 2007). In many Asian countries, for
example, language policies are designed to promote the learning of English for economic reasons
as well as for communicating the national culture to the rest of the world, but it should not be
used to take on features of a Westernized identity (Benton, 2007; Hashimoto, 2007; Sungwon,
2007).
However, since “any language, whatever the status of the speaker or objectives of usage,
can raise issues of identification and representation in relative degrees,” it is impossible to fully
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separate language use from identity (Canagarajah, 2006a, p. 200). As people encounter new
languages and develop competency in more than one language, their identities shift to
accommodate their growing repertoires. Rather than “determine or limit . . . identities,”
languages “provide creative resources to construct new and revised identities” (Canagarajah,
2013, p. 199). Therefore, the belief that individuals will use English only for utilitarian purposes,
eschewing it for cultural or identity needs is often based on the false assumption of “nationalist
organicsim” of language and culture, in which culture and cultural identity can only be
accurately represented through the “native” language (Pennycook, 2010, p. 93-94). Instead,
people can “enjoy identities that transcend [their] native language, ethnicity, or place of birth” in
order to “form alliances and resist dominant discourses for voice” (Canagarajah, 2013, p. 199).
Studies consistently show that individuals with translingual and transcultural repertoires are able
to make language choices across their repertories to index their complex identities and express a
wide variety of thoughts and emotions to diverse audiences. As Pennycook (2007) points out,
“the choices around moves into particular languages may be on pragmatic, aesthetic or
commercial grounds, but they are also political decisions to do with language, identity,
authenticity and diversity” (p. 106).
2.6.2 Models of Language Use and Translingual Practice
In the context of globalization, English is now more often referred to in the plural, as in
“World Englishes” or “Global Englishes.” Englishes may also be referred to with a location
adjective such as “British” or “Kenyan” preceding them, denoting a particular variety of English.
Finally, English may be combined with another language or place name to create a new word
representing the hybridity of the English and the other language, such as “Singlish” to describe
the English variety spoken in Singapore, or “Greeklish” to describe a mixed English-Greek form.
These new ways of talking about language, and English in particular, demonstrate that not only
has English “always been a creolized language, meshing with diverse other languages in its
development,” but that it has also “been undergoing further changes in relation to the diverse
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new languages and communities it has been coming into contact with” (Canagarajah, 2013, p.
52). Just as identities are affected by encounters with language, languages are affected by
encounters with new ideas, identities, and cultural landscapes.
Kachru (1986) uses the term “World Englishes” (WE) to denote the varieties he sees
operating in his three concentric circles model of English use worldwide. The first circle, the
“Inner Circle” is the “norm-providing” circle and includes English use in nation-states such as
the U.S. and Great Britain. The countries in this circle form the linguistic norms that are then
exported to the nation-states in the other circles. The “Outer Circle” is “norm-developing” and
includes post-colonial nation-states such as India, South Africa, and the Philippines. The
countries in this circle have developed their own varieties of English as they negotiated English
with their own native language(s). Finally, the “Expanding Circle” is “norm-dependent” and
includes nation-states such as China, Russia, and Israel, who use English as a foreign language
but do not have a British colonial history. Countries in this group are considered to depend on the
norms provided to them by the Inner Circle and do not or have not developed norms of their
own. The World Englishes model has facilitated the creation of categories of English language
speakers and learners, such as native and non-native speakers, English as a Second Language
(ESL), and English as a Foreign Language (EFL). Kachru’s (1986) World Englishes model also
helped to carve a space for non-elite varieties of English in scholarly discussions of language use
in a globalizing world, but it has also come under heavy criticism over the past three decades.
As Canagarajah (2013) argues, Kachru’s (1986) World Englishes model “doesn’t go far
enough in pluralizing English or reflecting the dynamic changes in communicative practices”
that are occurring, due to its focus on the nation-state” (p. 58). The focus on the nation-state,
Canagarajah (2013) claims, serves to ignore varieties that exist within and across those borders.
Furthermore, Canagarajah (2013) notes that, due to its focus on norms, the WE model fails to
recognize varieties that “are too hybrid and transitory” to be considered within the norms of the
circle (p. 59). Finally, Canagarajah (2013) contends that the WE model unfairly and inaccurately
defines the varieties found in the Expanding Circle as norm-dependent and fully ignores varieties
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found in the supposedly “monolithic” Inner Circle (p. 60). Pennycook (2010) also critiques the
World Englishes model for the same reasons as Canagarajah, but he takes his criticism a bit
further to argue that, as opposed to the World Englishes model, “Global Englishes do not have
one point of origin but rather, multiple, co-present, global origins,” and these include those in the
Expanding Circle as well as transnational varieties (p. 74). In this way, he rejects the idea of the
model of language spread implied by the center-periphery model of World Englishes. As
Appadurai (1996) points out, in terms of globalization, we need to rely less on “existing centerperiphery models (even those that might account for multiple centers and peripheries)” (p. 32).
Indeed, this is true for our understanding of global language use.
Both Pennycook (2007, 2010) and Canagarajah (2013) argue that models of language use
such as World Englishes, English as a Lingua Franca (ELF), and English as an International
Language (EIL) are problematic in that they merely enumerate English language varieties rather
than consider the practices people use as they engage in meaning-making processes. In this way,
the various Englishes are still treated as fixed systems with native and non-native speaker norms.
Similarly, Otsuji and Pennycook (2014) challenge the notion of “hybridity” as it is often applied
to global Englishes, arguing that “hybridity” assumes “the mixing of different and recognizable
entities” in the formation of “new” languages and Englishes. However, they contend that
“mixing and diversity” should be “the state from which we start the analysis” (p. 85). Instead of
looking at how elements of two discrete languages have been mixed to create a new hybrid, the
authors instead point out that the focus should be on “how people produce, resist, defy and
rearrange linguistic resources in and through local linguistic practices” (p. 85).
In light of these critiques of the fixedness and discreteness of language(s), whether
employed in discussions of monolingual, multilingual, or hybrid language use, “the question that
has started to emerge . . . is whether these old categorizations of language – varieties, codeswitching, bilingualism, mother tongue, multilingualism, borrowing – as well as the identities
that are assumed along lines of language, location, ethnicity and culture really work anymore”
(Pennycook, 2010, p. 83). The answer, for a growing number of theorists and researchers is “no.”
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For example, García (2014) suggests that “by normalizing the ‘dual’ through a monolingual
perspective, the language education field uses terms and concepts that have had the effect of
negating the fluidity of bilingual language practices and furthering inequalities in the education
of language minorities” (p. 100-101). Such concepts would include many of those listed above,
which serve to stifle the fluidity of what is happening when people use language. Otsuji and
Pennycook (2014) argue that we need to move away from “ascriptions of language and identity
along conventional statist correlations,” (p. 90) and instead see “language as emergent from
complex local interactions with people moving between a fixed and fluid understanding of
language” (p. 94). They argue that strategies such as “code-switching,” which are based on ideas
of fixed and discrete languages, do not reflect the ways that users actually think about and
employ language resources to meet their needs.
Similarly, Canagarajah (2013) argues that “communication transcends individual
languages” and even transcends “words,” instead involving “diverse semiotic resources and
ecological affordances” (p. 6). The language practices that people engage in, then, cannot be
meaningfully described in terms of multiple languages, but rather should focus on the practices
people engage in when negotiating their repertoires in order to make meaning and communicate.
Canagarajah’s (2013) focus on meaning-making in language use is the basis of his translingual
orientation towards language. He argues that everyone, even supposedly monolingual speakers
“have translingual competence, with differences in degree and not kind” (p. 8). In a translingual
framework of language use, individuals use all available resources in their communicative
repertoires to make meaning in context-specific situations (Canagarajah, 2013). The focus is on
the strategies and practices they employ to make meaning in these situations. As Canagarajah
(2013) states, “what is important is that users negotiate both the diverse semiotic resources in
their repertoire and the context to produce a text that is rhetorically most appropriate and
effective for the situation” (p. 8). Thus, the communicative act is not dependent upon the product
of language, on the correctness of the utterance (whether verbal or written), but on the “ability to
align semiotic resources with social and environmental affordances” (Canagarajah, 2013, p. 32).
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The form, or product of language, which is never fixed, is emergent from the meaning-making
practices, rather than the other way around (Canagarajah, 2013). This orientation also differs
from monolingual or multilingual models of language use, particularly in regards to writing, in
that it sees literacy as negotiated; “such an orientation treats the text as co-constructed in time
and space – with parity for readers and writers in shaping the meaning and form” (Canagarajah,
2013, p. 127). In this way, the interlocutors, or the writer and the audience negotiate the meaning
together, based on their particular needs in the specific context of the communicative act.
As Gee (2011) points out, “saying things in language never goes without also doing
things and being things” (p. 2). Language, viewed from the perspective of translingual practice,
is performative. Pennycook (2007) argues that “similar to the way that we perform identity with
words (rather than reflect identities in language), we also perform languages with words” (p. 73).
Just as identities do not pre-exist the performance, languages do not pre-exist the doing of
language (Pennycook, 2007, 2010). Canagarajah (2013) elaborates this idea: “language practices
lead to sedimentation of certain forms/patterns via repeated situated use over time, and their
gradual shaping into grammars, norms, and other products . . . are constituted by practices and
are always reconstructed to be meaningful” (p. 17). In this way, then, what we understand as “a
language” is less a fixed product and more of a fluid concept based on how it is practiced. Even
apparent repetition of these linguistic norms “always produces something new, so that when we
repeat an idea, a word, a phrase or an event, it is always renewed” (Pennycook, 2010, p. 43).
Language competence, then, is less one’s ability to adhere to the norms of sedimented language
use, and more “performative competence,” or the ability to negotiate a diversity of
communicative situations by employing a range of linguistic strategies (Canagarajah, 2013).
Translinguls use a number of strategies to achieve meaning in a variety of contexts, and
they develop competence in these strategies as they engage in communication with others
(Canagarajah, 2013). Rubdy and Alsagoff (2014) argue that people “employ specific bits and
pieces of language included in [their] repertoires for different purposes” (p. 3) and that the
processes of globalization “are generating complex multilingual repertoires involving extreme
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forms of linguistic diversity and hybridity” (p. 6). Furthermore, language resources are often
only part of the meaning-making process, and other modes of communication, such as gestures,
images, or sound may also be combined with traditional language resources, such as words, to
communicate (Canagarajah, 2013). A translingual orientation toward language use recognizes
that “English and local languages may be combined in idiosyncratic ways as it befits the speaker,
context, and purpose,” and new forms may emerge from each specific encounter (Canagarajah,
2013, p. 69). Canagarajah (2006b) calls this strategy “code-meshing,” in which resources from
different parts of a person’s linguistic repertoire are used together to make meaning and to
communicate ideas, emotions, and identities.
Canagarajah’s (2006b) strategy of code-meshing is similar to Sharma’s (2012) strategy of
“layered code-switching,” in which the words from another language are embedded in the syntax
of one language” (p. 499). In his discussion of code-meshing, Canagarajah (2006b) describes
“the qualified use of alternate codes into the dominant discourse” (p. 599). Code-meshing is thus
a strategic, rhetorical move that writers make in order to communicate specific meanings in
specific contexts: “it is possible for words to be meshed into another language and still play
significant functions for voice, values, and identity” (p. 11). Since “the same word or
grammatical item [in English] can be made to index new values and meanings as it travels
through diverse spatiotemporal contexts,” code meshing serves to create spaces for languages to
adapt to the changing needs of individuals and contexts (Canagarajah, 2013, p. 57). Too often
such outlier grammatical or vocabulary items are considered errors by outsiders when in
actuality they are given co-constructed meaning by those engaged in the communicative act
(Canagarajah, 2013, p. 72).
While code-meshing can certainly be used to communicate ideas and negotiate meaning,
it and other translingual strategies, such as envoicing, can be used to serve complex rhetorical,
social, and identity needs (Canagarajah, 2013). Canagarajah (2013) argues that envoicing “refers
to the modes of encoding one’s identity and location in texts and talk” (p. 80) for various
reasons, including persuasive ones. For example, by using Standard Written English (SWE) in a
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text, translingual writers “are able to signal to readers their proficiency in the elite genres and
norms,” which serves as an identity performance of one type, while using a non-elite code in the
same text, such as African-American Vernacular (AAV), may signal identification with a
marginalized group and thus serve as a form of resistance and way to legitimize the marginalized
code (Canagarajah, 2013, p. 113; 2006b, 2006c).
However, we must be careful not to equate choice of code with an identity statement.
Pennycook (2007) points out that “greater use of English does not mean one identifies more with
global, commercial, or imported cultural forms, while greater use of the local language does not
mean one identifies more with the local culture” (p. 106). Sharma (2012) found that the frequent
mixing of English and Nepali among his participants “complicates the simplistic dichotomous
distinction that choosing between local vernacular and English is to respectively construct local
and global identities” (p. 500). Instead, he found that by mixing both languages, the participants
were performing “bilingual identities” (p. 500). Similarly, Blommaert and Dong (2010) suggest
that migrants are required to “stretch their repertoires” in order to meet new communicative
needs, and thus “complex patterns of shifting and mixing occur” that allow for “delicate
articulations of subject position that index migrant identities” (p. 377).
Translingual strategies may also be used to index social and emotional identities.
Pavlenko (2005) argues that people have “affective repertoires,” in which “emotion categories
function not only to inform interlocutors about the speaker’s internal states, but also to perform
interactional functions, to assign causes and motives to actions, to blame, to excuse, to
legitimize, to account for events and phenomena, and to explicate the intricacies of social
relations” (p. 116). Like general linguistic repertoires, affective repertoires are used in different
ways depending on the context, interlocutor or audience, desired effect, and more, and they often
“draw on the full range of their repertoires” to meet their affective needs. Furthermore,
“language choices for emotional expression are driven not solely by language dominance or by
what they see as ‘the language of the heart,’ but also by the strategic goals they aim to achieve in
interaction and by social and power relations between interlocutors” (p. 137). Moreover, they
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may choose to code-mesh or “mix two or more languages to convey emotional meanings” (p.
131-2). For translinguals, other languages can add to their affective repertoires and allow them to
express both emotions and identities in new and meaningful ways (Pavlenko, 2005).
For some translinguals, it seems that the understanding of their repertoires, practices, and
strategies they use to make meaning, express ideas and emotions, and perform identities are less
self-conscious than the discussion thus far indicates. For many translinguals, language choices,
including mixes, may not be consciously considered, particularly in verbal or online contexts.
Otsuji and Pennycook (2014) argue that “if we take seriously the views of the language users
themselves, there is a clear indication that they are not aware of, and do not consider important,
the moves they make between languages” (p. 87). Instead, some of their participants indicated “a
sense of ‘feeling’ as guiding language change” (p. 89). Furthermore, Otsuji and Pennycook
(2014) gathered that, for their participants, there was not a sense of choosing from distinct
language sets to create a hybrid form, but instead that the repertoires were more fluid. Similarly,
García (2014) found that for one of her participants, “Spanish and English do not exist in
different worlds, or even domains, they function as part of an entire linguistic repertoire, in
interrelationship, to make meaning” (p. 111). In these cases, we can see how translinguals do not
necessarily differentiate between the “languages” in their repertoires and do not necessarily
select coded items for clear or conscious reasons.
2.6.3 Translingualism on the Internet
Canagarajah (2013) argues that “while globalization has intensified and provided more
visibility for translingual practices, they were not created by these phenomena” (p. 37). Rather,
“people are always and already employing alternate practices to make meaning in the context of
the mobile and multiple semiotic resources in their everyday life” (Canagarajah, 2013, p. 26).
The Internet, however, has worked to provide users with more opportunities to engage their
translingual competence. Androutsopoulos (2013) describes translingual practices on the Internet
as “networked multilingualism,” which he defines as “[encompassing] everything language users
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do with the entire range of linguistic resources within three sets of constraints: mediation of
written language by digital technologies, access to network resources, and orientation to
networked audiences” (p. 1). On the one hand, the Internet has constrained language use,
historically catering to privileged languages of wealthier nations and groups, particularly English
(Danet and Herring, 2007). On the other hand, the Internet has inspired creative translingual
practices, as people from a variety of language backgrounds have endeavored to make meaning
and connect with each other by negotiating the constraints mentioned by Androutsopoulous
(2013). Today, access to the Internet continues to increase across the globe, and technologies
have been and continue to be developed to serve minority languages and alphabets (Block, 2004;
Danet and Herring, 2007).
The historical privileging of powerful languages, particularly English, on the Internet is
well-known, and there are several reasons for this. First, the Internet was dominated by the
American Standard Code for Information Interchange (ASCII) until 2007, when it was surpassed
by Unicode Transformation Format (UTF-8) (Zentgraf, 2015). The ASCII character set for
encoding consists of 128 characters based on the English language and Roman alphabet, and it
restricted how computers, HTML, webpages, and URLs functioned in that they could not
accommodate other characters. Unicode, on the other hand, supports over a million code points,
and UTF-8 can encode all the characters and symbols currently known (and many more)
(Zentgraf, 2015). What this means is that at least until 2007, webpages and Internet
communication was conducted in the Roman alphabet and predominantly in English.
Furthermore, access to the Internet has historically been limited to those in wealthy
nation-states such as the United States, and in particular to the more economically advantaged
citizens of those states (Sharma, 2012; Warschauer, El Said, and Zohry, 2007). Thus,
historically, web traffic was dominated by these individuals, and websites catered to their needs
and language preferences (Androutsopoulos, 2006a). As Androutsopoulos (2006a) argues, the
availability of languages online “depends upon market volume of the respective populations” (p.
428). Therefore, “Internet resources are more readily available for ‘big’ languages” (Kelly63

Holmes, 2004). Despite the availability of Unicode and ability to create content in minority
languages and alphabets, then, English and other big languages continue to dominate the
Internet, though not necessarily Internet usage among all groups (Kelly-Holmes, 2004).
Digital technologies and access to them have had a profound effect on language practices
in the past twenty years in Mongolia. With the shift to a market-based economy, the Mongolian
government, with aid from organizations such as the World Bank (see for example, “Mongolia:
Information and Communications Infrastructure Development Project,” 2011), has been working
to improve telecommunications across Mongolia. Many of these initiatives have focused on
mobile technologies and bringing the Internet to rural populations (The World Bank, 2011). In
the capital city of Ulaanbaatar, in particular, access to mobile telephones and the Internet has
continued to increase across the population. According to 2004 estimates, there were 220,000
Internet users (approximately 8% of the population) and 404,400 mobile telephone users
(approximately 14% of the population) in Mongolia (Central Intelligence Agency [CIA], 2005).
However, 2014 estimates indicate that approximately 18% of the population are Internet users
(CIA, 2015). Additionally, 3 million are mobile telephone subscribers, which is more than one
subscription per person, putting Mongolia on par with other developed countries regarding the
ubiquity of cellular phones (CIA, 2015). The introduction of smartphones, spread of wireless
technology, and pervasiveness of Internet cafes has also increased Internet use over the past
several years, particularly in Ulaanbaatar.
Prior to 2005, when the Mongolian government and the World Bank began their initiative
to bring Internet and mobile access to rural Mongolians, there were hardly any rural Internet
users, and only 1% of the rural population had a telephone connection (The World Bank, 2014).
Therefore, most of the Internet users and mobile phone subscribers at that time lived in
Ulaanbaatar. While these technologies were available to urban Mongolians and accessible via
relatively affordable mobile phone subscriptions and Internet cafes or workplace connections,
mobile phones did not offer the Cyrillic alphabet for texting, and there was not much content in
Mongolian online, especially since Unicode was not developed until 2007. For example, a 2004
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estimate suggests that there were only 1000 Mongolian Internet hosts, (CIA, 2005); whereas
20,084 were reported in 2012 (CIA, “Mongolia,” 2012), both of which pale in comparison to
505,000,000 estimated in the United States in 2012 (CIA, “United States,” 2012). Even as late as
2011, when I was in Ulaanbaatar, affordable mobile phones did not come equipped with the
Cyrillic alphabet for texting and smartphones were rare.
Because the structure of the Internet is largely English-based (from URLs to domain
names, to search engines) and because much of the content online was originally available only
in English, Internet users around the globe have grown accustomed, in varying degrees, to
accessing content in English. Block (2004) reasons that English “is the language of global
consumerism and the celebrity culture, emanating from Hollywood and the music and fashion
worlds, which are taking hold in more and more contexts around the world,” and this means that
much of the content related to popular culture online is in English (p. 26). According to Cunliffe
et al. (2013), their young Welsh participants feel that, despite the availability of Welsh resources
online, they must use English to be able to obtain full and accurate information online, for
example, when using a source like Wikipedia (p. 358).
Another reason for the dominance of English online has to do with the way it is seen as
the global lingua franca, a phenomenon that both influences and is influenced by Internet use.
Danet and Herring (2007) point out that in Europe, English is often used to communicate when
the interlocutors are from different language backgrounds. Furthermore, several studies show
that while people often use another language for communication offline, they tend to use English
online, even with the same interlocutors, and this is especially true on SNS (Cunliffe et al., 2013;
Danet and Herring, 2007; Lee, 2007; Sharma, 2012). Cunliffe et al. (2013), for example, found
that “nearly a third of those who use more Welsh than English in their offline social networks
use mainly English on Facebook,” and they argue that this is likely a result of the broader
audience their participants have online; thus, they don’t want to exclude anyone in their network
(p. 350). Furthermore, Sharma (2012) found that his participants, college-aged youth in Nepal,
tended to use English online with one another, oftentimes in mixed code, despite the fact that
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“Nepal is known for its use of English only for communicating with people who cannot speak a
local language” (495). He argues that by using English in their online interactions with each
other, these Nepalese youth were “performing their bilingual identities” (p. 500) and developing
“translocal or cosmopolitan identities” (p. 492). In this way, “English serves as a valuable
cultural capital for accessing and displaying their shared interest” (Sharma, 2012, p. 502).
However, choices regarding moves in different languages, including English, are often complex
decisions having to do with a number of factors, including audience, purpose, medium, genre,
and identity (Androutsopoulos, 2013; Cunliffe et al., 2013; Sharma, 2012).
Because people around the world want to have access to the Internet, they seek out and/or
put to use their English language learning to varying degrees. Rahman (2007) points out that
“this exposure to English through the Internet may have increased the desire to learn English or
confirmed people in their view that English is the most useful bit of cultural capital they can
possess” (p. 228). For individuals from populations whose national language is one of the “big
languages,” there is less need to be linguistically flexible, since Internet resources are available
in those languages; however, many of these individuals still use English online to some degree
(Androutsopoulos, 2006a; Kelly-Holmes, 2004). In contrast, “speakers from small groups (such
as Macedonians) or from poorer states (such as Tanzanians) have to be prepared to be more
flexible in linguistic terms if they are to exploit the Internet and related applications fully”
(Kelly-Holmes, 2004, p. 65), and for many groups, this means working with English in some
capacity. Furthermore, Kelly-Holmes (2004) found that “where English language use increases,
the user tends to employ the language both for passive understanding and for active
communication” (p. 74). Therefore, for those with fewer resources online in their national
language(s), English tends to dominate language use online.
Several studies indicate that the dominance of English online is often considered a threat
to other languages, especially those of smaller or poorer populations and/or those that lack
literate forms (Cunliffe et al., 2013; Kelly-Holmes, 2004). However, as Block (2004) has argued
“English never became 100% dominant and now the tide is changing as more languages come
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online” (p. 32). He further contends that the Internet has served to strengthen the use of smaller
languages (Block, 2004, p. 35). Danet and Herring (2007) support this view, pointing out that
other languages and other Englishes as well as mixed codes are expected to continue to be used
with great frequency online. Ooi and Tan (2014), for example, argue that “the Facebook user
who has friends from all over the world will probably encounter not only global English but also
different varieties of English at play everyday” (p. 226). Finally, Androutsopoulos (2006a)
contends that “the Internet may contribute to the maintenance of endangered and minority
languages by providing a space for their documentation and literacy promotion” (p. 429).
Furthermore, the continued presence of English online can have a positive effect; for example, as
one Tanzanian participant argued, “Internet use is giving many young people . . . a place to use
the English they have learnt in the classroom” (Kelly-Holmes, 2004, p. 73). While English
exposure online has disproportionately benefited the elite in countries like Pakistan, Rahman
(2007) contends that it has also possibly “entered the lives of people below the middle class in a
way that was unthinkable before computers entered Pakistan” (p. 228), giving this group greater
access to the knowledge and communication options offered by the Internet.
Finally, and perhaps most importantly, the historical privileging of English and the
Roman alphabet online has led to great creativity and innovation by language users. In fact,
Danet and Herring (2007) argue that “developments in Unicode are now greatly expanding the
possibilities for multilingual word processing and communication online, reducing the need for
improvisation” (p. 11). While clearly, Unicode allows more users to access the Internet and
allows more languages to be represented online, the improvisation of other language users forced
to communicate in the ASCII environment has led to translingual practices online that have
formed part of the linguistic repertoire individuals continue to use today. Moreover, the
relatively recent switch to Unicode, along with the development of web resources such as
Google Translate, have given Internet users even more linguistic options with which to engage in
translingual practices (Androutsopoulos, 2013).
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One of the clearest examples of linguistic improvisation due to the constraints of the
ASCII bias online has been the Romanization of languages that use different alphabets, such as
Cyrillic or Greek. Androutsopoulos (2006b) argues that the “home languages undergo
transformations, the most visible aspect of which is their Romanized transliteration” (p. 541).
Languages with pre-existing alphabets as well as languages without literate forms have been
transliterated into the Roman alphabet for use online, and while this was a particularly noticeable
trend prior to the introduction of Unicode, it has continued through the present day for a number
of reasons. One reason is because technology resources in developing countries often lag behind
those of wealthier nations. Because users do not have access to hardware and software that
accommodate their alphabet, they must communicate using Romanized versions of their
languages, and, even if they can access other keyboards online or with their hardware/software, it
may be difficult to switch back and forth to complete different tasks. Moreover, many Internet
resources did not and still do not provide interfaces in languages or alphabets outside of the “big
languages” supported by the Roman alphabet. Just because the Internet can support Unicode and
other alphabets does not mean that all websites will use it. Finally, because of the historical
necessity of using Roman characters online, the improvisations that marked this period have
become habit for many users even today, and some even feel more comfortable using the
Romanized version of their language for certain communications, especially online. Thus, the
Romanized version of their language is sometimes seen as an additional component of their
linguistic repertoire.
A great example of how Romanized transliteration has developed as a linguistic resource
and inspired translingual practice is Greeklish. As with many Romanized languages, Greeklish is
not uniform across users; some users transliterate orthographically and others phonetically, and
people often make different choices even within one of these types of transliteration (Tseliga,
2007). However, despite each person’s Greeklish being different, “it’s all understandable among
senders and receivers of messages” (Tseliga, 2007, p. 131). Furthermore, Greeklish, as its name
implies, tends “to incorporate more foreign-language material” than Greek, perhaps because it’s
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easier to do so when working in the same alphabet (Tseliga, 2007, p. 125). While writing in
Greeklish was not considered more informal overall, participants also mentioned that they tended
to use it more for “friendly and informal electronic communication” while they reserved Greek
“for more formal and official communication” (Tseliga, 2007, p. 133). Perhaps for this reason,
participants felt that Greeklish was less edited due to its general “lack of explicit rules and a
tolerance for deviance, as long as communication [was] effective and convenient,” much like
electronic communication overall (Tseliga, 2007, p. 132). The lack of standardization and the
tolerance for improvisation along with the focus on communication between interlocutors in
Greeklish is the very definition of translingual practice.
Furthermore, as Tseliga (2007) points out, despite the current availability of the Greek
script via Unicode, “Greeklish is still widely used in both synchronous and asynchronous CMC
[computer mediated communication], including private email, mailing lists, chat rooms,
electronic magazines, and webpages” (p. 118). While Tseliga’s (2007) participants cited
technological constraints as the original impetus for using Greeklish online, they indicated that
their current use is more attributable to “acquired habit” (p. 129). Greeklish, born out of the need
to communicate via a technology that did not support the Greek alphabet, has thus become for
many Greek-speaking users a habit, part of their linguistic repertoire that they may employ in
rhetorically and communicatively meaningful ways online.
Tseliga (2007) claims that Greeklish is “a culture-specific code that resists
standardization and rigid rules,” allowing for “greater structural and spelling creativity and
innovation” (p. 137). Forms like Greeklish thus take on a political quality as they resist the
impositions of the Roman alphabet use online while also resisting other dominant codes in their
cultural milieu, such as traditional Greek. For Internet users in Egypt, for example, Romanization
allows the use of dialects and marginalized languages online that previously had no literate form
(Warschauer et al., 2007). As Warschauer et al. (2007) point out, “the use of Egyptian Arabic
online . . . represents a major expansion of its written use, especially in a Romanized form, in a
new realm in which informality is considered acceptable and in which no authority discourages
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its use” (p. 312). In this way, the Egyptians are able to defy the authority of Classical Arabic and,
arguably, the authority of the institutions that support Classical Arabic. By doing so, they
appropriate the technology in a way that resists both the dominance of English online and the
dominance of Classical Arabic offline as they perform their local identities.
Romanization of other-alphabeted or nonliterate languages is just one example of the
translingual practices created and adopted by global Internet users. As Lee (2011) argues, “new
media users continuously make sense of various linguistic and nonlinguistic resources that they
have created and come across on different platforms, and they generate suitable text-making
practices for different purposes and audiences” (p. 124). Communication is obviously one of the
main goals of online interaction, and because meanings that may be understood due to nonverbal communication cues in spoken conversation are difficult to replicate in text-based
computer-mediated communication, “networked interlocutors manipulate written signs and
transcend orthographic boundaries” in order to make meaning in online interactions
(Androutsopoulos, 2013, p. 5).
Affect or tone, for example, can be difficult to communicate online, so “iteration of
letters and punctuation marks, emoticons of various types, expressive capitalization, and the
‘heart’ icon” can serve to express the appropriate emotion (Androutsopoulos, 2013, p. 12). Ooi
and Tan (2014) note that, adolescent users in particular employ punctuation and emoticons to
express emotions and elicit specific reactions, such as concern or reassurances from their
“friends” on Facebook. Emoticon use, especially of the Japanese style, kaomoji, can also signal
“cuteness” and other desirable qualities in certain online contexts, which allows users to perform
a particular identity.
Such features are distinctive to computer-mediated communication and exist across
languages (Danet and Herring, 2007). Androutsopoulos (2006a) argues that such “characteristic
features of ‘the language of CMC’ are now understood as resources that particular (groups of)
users might draw on in the construction of discourse styles in particular contexts” (p. 421). In
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other words, these translingual features of online communication are part of the linguistic
repertoires of Internet users around the globe.
The language and alphabet choices people make and the translingual practices they
engage in online, however, are highly personalized for each user and often for each
communicative context. Users employ different resources in their linguistic repertoires in order
to accomplish different aims, including communication and identity goals, and these are always
context-specific. On Facebook, for example, Androutsopoulos (2013) found that his participants’
“digital writing repertoires draw on [a] shared pool of resources, but are nonetheless individually
distinct” (p.12) and that their translingual practices online were “individualised, shaped by genre,
and based on a wide and stratified repertoire” (p. 17). Furthermore, a number of studies “inspired
by conversation analysis and interactional sociolinguistics,” found that it is more effective to
study “linguistic variability (e.g. speech-like features, regionalisms, code-switching and styleshifting) . . . not as an index of macro-social categories, but as a resource of the in situ
management of self-presentation and interpersonal relationships” (Androutsopoulos, 2006a, p.
426). These studies suggest that language choice and language variation, then, do not depend
solely upon large identity categories such as cultural identity but rather on the needs established
within a specific, and often unique, communication situation.
In particular, when users claim competency in more than one language, identifying as bior multilingual, for example, their choices regarding language use in particular contexts is
complex. This complexity is explored in Cunliffe et al.’s (2013) work with Welsh and English
speaking students, who found that “the choice of language for a particular message may be
influenced by the sender, the intended audience and the message itself” (p. 351). This
corresponds with the Aristotelian rhetorical triangle and suggests that Internet users make
language choices depending on their rhetorical goals. Yet, the authors also point out that for their
participants, “language choice appears to be complex and influenced by conscious and possibly
subconscious factors” (p. 350), and thus the user may not be consciously aware of or able to
clearly articulate his or her rhetorical goals in a specific situation.
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In terms of the sender, for example, language choice is sometimes a conscious or
subconscious expression of identity, though this is also complicated, since the use of English
does not necessarily index affinity with a Western or globalized identity while use of the local
language signals identification with the local nation-state (Pennycook, 2007; Warschauer et al.,
2007). Yet, language choice, whether conscious or subconscious, can serve to allow users to
perform particular character traits or position themselves as a certain kind of person in the
context of their online network (Sharma, 2012). As Pavlenko (2005) points out, “languages are
tied not only to national or ethnic identities; they may also be linked to racial, cultural, and
religious identities or to social status and class” (p. 197). Thus, using English may indicate
“prestige” or educational background while using a local language, dialect, or English variety
may signal membership in a local cultural group, though this is not always the case, since
language choice online also has to do with audience, tone, content of the message, and
technological affordances, among other factors and the interaction between these.
Audience considerations in language choice are not always simple either, particularly on
SNS, where a variety of audiences are located in one space. For example, Cunliffe et al. (2013)
found that “language use on Facebook reflects the wider language context and the likely makeup of offline social networks” (p. 349). For individuals who are multilingual, this means that
their online audience is comprised of individuals with various language backgrounds, and so they
make complex decisions regarding language use in relation to their audience(s) (Cunliffe et al.,
2013). For example, in regards to status updates, which are visible to the whole network,
Cunliffe et al. (2013) found that participants did not seem “to treat the audience . . . as being
homogenous”; instead, they would post with only a subsection of their audience in mind (p. 355).
At other times, however, SNS users will compose a status update or message in two or more
languages in which one is a direct translation of another; this serves the purpose of reaching a
wide and stratified audience while simultaneously performing a transcultural/translingual
identity (Androutsopoulos, 2006b, 2013). Again, however, language choices depend on more
than just one of these rhetorical considerations.
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The tone and content of the message also affect the language choices that individuals
make online. In terms of tone, formality, in particular, seems to affect language choice, with
users employing an English or a local dialect for more informal communication and a more
traditional English or local language for more formal communication (Tseliga, 2007; Warschauer
et al., 2007). This is also true in terms of the use of emoticons, shortenings, rebus writing, etc. in
writing, in that these features are seen to be more appropriate in informal communications.
Shortenings (app), abbreviations/acronyms (lol) or rebus writing (c u), for example, are often
used not only to decrease typing time but also to “indicate familiarity and intimacy between
users” (Lee, 2007, p. 201) or “to convey social and affective meanings” (Danet and Herring,
2007, p. 12).
Aside from degree of formality, language choice and writing style are affected by the
desire to create a specific tone in online communication. Ooi and Tan (2014), for instance, show
that the tone the user wishes to convey – joking, serious, ironic, etc. – affects language choice
among their Singaporean participants. Similarly, a participant in Cunliffe et al.’s (2013) study
indicated “if I’m being sarcastic I’ll do it in English . . . It sounds funnier in English” (p. 350,
italics in original). Users tend to find certain resources in their linguistic repertoires more
appropriate for the expression of tone. Furthermore, emoticons, punctuation, capitalization, and
other digital markers are often used to create a sense of tone that would otherwise be difficult to
get across in the text-based online environment (Ooi and Tan, 2014). For example, someone may
add a smiley face emoticon to a sarcastic comment in order to indicate that the comment is not
meant to be taken seriously.
Language choice and the expression of emotion can also be complex for those with larger
linguistic repertoires. The assumption that sentiment or the expression of particular emotions is
best communicated through one’s primary or local language does not hold true for all
individuals, particularly in online environments (Pavlenko, 2005). Pavlenko (2005) points out
that “the same language may have different affective meanings in different contexts, and thus L1
[primary, local language] would not always mean simply we-ness and intimacy, and L2
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[secondary language] distance and detachment;” for this reason, users “may use these languages
to index a variety of affective stances, and they may also mix two or more languages to convey
emotional meanings” (p. 131-2). Because they have access to what Pavlenko (2005) terms
“affective repertoires” in more than one language, such individuals may feel that aspects of the
secondary language can more accurately describe their feelings; furthermore, they may feel less
inhibited about displaying strong emotions in another language. For example, one participant
whose primary language is Japanese “stated that English allows her to express her emotions
directly, while in the Japanese culture emotions are commonly expressed in subtle and indirect
ways, often nonverbally” (p. 117).
Furthermore, Pavlenko (2005) found that oftentimes “the base language of the
conversation does not encode the affective meanings they would like to express and they have to
code-switch to convey their message precisely” (p. 119). Similarly, Warschauer et al. (2007)
found that their participants often cited code-switching to Egyptian Arabic “to express highly
personal content that they could not express well in English” (p. 312). Therefore, it seems that
the base language of the conversation does not always determine how people will express
themselves in the interaction. Furthermore, as Pavlenko (2005) points out, sometimes audience is
not even considered in situations where the language is chosen to satisfy their own personal need
to express emotions. This can be especially noticeable online, where individuals react to a post or
a shared item, such as a music video, with an affective response in a language other than the base
language (Androutsopoulos, 2010). Beyond emotional content, what the person is discussing or
posting online may affect language choice and practice, such as code-meshing. For example,
Androutsopoulos (2006b) found that despite a base language of German in a Facebook post, his
participants would often include “greetings, closings, words of thanks, good wishes and other
home language formulae within” (p. 532). He also found that it was common for participants to
code-switch “to contextualize a shift in topic, perspective or key” (Androutsopoulos, 2006b, p.
533), indicating that language choice can be used to change the topic or tone of the interaction.
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Clearly, these studies indicate that language choice and translingual practice online
involve complex rhetorical decision-making, whether this occurs at a conscious or subconscious
level for users. Recalling that Canagarajah (2013) argues that all people have diverse linguistic
repertoires and engage in translingual practices to varying degrees in order to make meaning,
perform their multiple and developing identities, and communicate with others, it may be
reasonable to assume that as globalization continues and more people from more parts of the
world come online, these practices will have a profound effect on how we see ourselves, each
other, and our places in the world.
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Chapter 3: Methodology
3.1

CONSTRUCTIVIST GROUNDED THEORY
According to Creswell (2009), grounded theory “is a strategy of inquiry in which the

researcher derives a general, abstract theory of a process, action, or interaction grounded in the
views of the participants” (p. 13). A methodology originally formulated by Glaser and Strauss
(1967), grounded theory emphasizes the “discovery of theory from data,” as opposed to
traditional methodologies that seek to test existent or newly and hastily generated theories (p. 12). Because of its abductive rather than deductive nature, grounded theory attempts to discover a
theory that “fits the situation being researched and work[s] when put into use” instead of trying
to force a theory to fit and work with the data (Glaser and Strauss, 1967, p. 3). In order to
discover, or “generate” a theory, Glaser and Strauss (1967) stress an approach to qualitative
analysis termed “the constant comparative method” (p. 102). This method is one of “joint coding
and analysis” that serves to “generate theory . . . systematically” (p. 102). Each new piece of data
is compared to all previous ones in a category, thus working “to generate theoretical properties of
the category” (p. 106). In this way, theory is developed throughout the data collection and
analysis process.
However, Glaser and Strauss parted ways, each continuing the development of grounded
theory in different directions. While Glaser maintained much of the original formulation of
grounded theory, Strauss, partnering with Juliet Corbin, moved grounded theory more toward
verification and new technical methods (Charmaz, 2006). Aside from Glaser and Strauss, a third
group of qualitative researchers has interpreted and developed constructivist grounded theory in
the past decade. Charmaz’s (2006) constructivist grounded theory approach most fits my
purposes in this study. Charmaz (2011) argues that constructivist grounded theory “adopts 21stcentury epistemological assumptions and methodological advances and treats earlier grounded
theory strategies as flexible guidelines rather than rigid rules” (p. 168). Diverging from Glaser
and Strauss, she contends that “neither data nor theories are discovered. Rather, we are part of
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the world we study and the data we collect. We construct our grounded theories through our past
and present involvements and interactions with people, perspectives, and research practices”
(Charmaz, 2006, p. 10, emphasis in original). Thus, constructivist grounded theory allows
researchers to “pursue [their] hunches and potential analytic ideas about them” and “follow up on
interesting data in whatever way they devise” (Charmaz, 2006, p. 3). Additionally, constructivist
grounded theory, rather than ignoring existent theories, assumes a stance of what Henwood and
Pidgeon (2003) termed “theoretical agnosticism,” meaning that while previous theories are
recognized, they are also thoroughly scrutinized (Charmaz, 2011).
Constructivist grounded theory has allowed me to gather and analyze data while bringing
my own guiding theoretical lenses (see Chapter 2) to the study as “points of departure for
developing, rather than limiting, [my] ideas” (Charmaz, 2006, p. 17). Furthermore, grounded
theory focuses on processes and views human beings as active agents in the construction of
meaning (Charmaz, 2006, p. 7), making it a methodology that fits well with the theoretical lens
of translingual practice and performativity guiding this study. Moreover, as Charmaz (2006)
notes, “any theoretical rendering offers an interpretive portrayal of the studied world, not an
exact picture of it” (p. 10). This point is echoed by Sharma and Sharma (2012) who “present
stories of individuals and groups in order to discuss certain socio-cultural trends and
phenomena” that may have reach beyond the participant group but are not intended to be
representative of a larger group or region of the world (p. 165). While I hope that the work
produced in this dissertation has broader implications, I do not intend for it to necessarily extend
beyond the “specific substantive area” studied (Charmaz, 2006, p. 8).
Constructivist grounded theory allows a researcher not only to “look at phenomena from
a variety of locations and standpoints,” but also to “go deep into experience to make an
interpretive rendering” (Charmaz, 2006, p. 25). Such an approach requires the collection of what
Charmaz (2006) calls “rich data” (p. 13). This is data that is “detailed, focused, and full” (p. 14).
To obtain such rich data, it is necessary to allow the data gathering process to be non-linear, to
allow myself to return to data or gather more as categories begin to emerge (Charmaz, 2006;
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Glaser and Strauss, 1967). Through triangulated data collection, using observations, literacy
questionnaires, and interviews, the voices of the participants have guided the development of
categories for analysis.
3.2

SELECTION OF PARTICIPANTS
The participants in this study are Mongolian youth who were part of the third cohort of

the English Access Microscholarship program (Access 3) in the capital city of Ulaanbaatar,
Mongolia from September 2009 to June 2011. The English Access Microscholarship program is
a U.S. State Department sponsored program that provides intensive English language instruction,
American cultural activities, and TOEFL and SAT preparation for high school students from
developing regions around the globe. The program was launched in Mongolia in 2006 and has
been run by the Educational Advising and Resource Center (EARC), an NGO that is part of the
Education USA network and supported by the U.S. State Department and the U.S. Embassy in
Mongolia. Students eligible for the Access program are between the ages of 14 and 18,
demonstrate English language knowledge and potential for learning, and meet strict income
requirements. All resided in the low-income ger districts on the outskirts of the city at the time of
their enrollment in the program. The Access 3 students who are participating in this study have
graduated from high school and are pursuing a number of different occupations. There are four
females and one male aged 19 to 21. All are Mongolian nationals.
Mongolian Access 3 students were chosen as participants for several reasons. First, I
spent nearly a year working full-time as an instructor at EARC from August 2010 to July 2011,
and during this time, I served as a main instructor for the Access 3, 4, and 5 cohorts. The Access
3 students graduated from the program in late spring 2011, while the Access 4 students were
finishing their first year, and the Access 5 students were beginning their studies in the program. I
had the opportunity to interact with the Access 3 students for several hours each week both
inside and outside of the classroom in contexts such as Speaking Club, field trips, cultural
activities, and library/study spaces in the EARC facility. At this time, many of the Access 3
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students had recently started Facebook pages, and we connected with each other online in this
space. After they graduated from Access, and particularly after meeting face to face was no
longer an option, we often communicated with one another using this medium. My personal
interactions with these students, both online and offline, as well as my personal experiences
living in Ulaanbaatar, served to spark my interest in how this particular group of students used
translingual practices to perform their identities on Facebook as they negotiated the changing
scapes of a globalizing city while pursuing their own goals.
Second, these students are representative of a large segment of the Mongolian population
and yet exceptional. As members of the lower socioeconomic class who reside in the ger district,
the challenges they face are shared by a majority of the urban Mongolian population. They have
often lacked access to basic necessities, including electricity, running water, sanitation, or cityprovided heat; their schools, being in these poorer districts, are of lower quality than those in
wealthier areas; they suffer from air pollution, social stigma, and crime. Most of these students,
like others in the ger districts, come from rural, nomadic, and often socially isolated
backgrounds. Unlike their wealthier, second, third, and fourth generation city dweller peers,
these young people are often the first in their families to dream of lives that do not include
herding, to attend universities, and to travel abroad. In this sense, they are at the very crux of
change, as they negotiate local and global identities.
Access 3 students are exceptional, however. While many of their peers in the ger districts
succumb to the pressures of poverty, Access students are extremely motivated to break the cycle
and pursue new goals. To be accepted into the program, they must already show academic
promise, particularly in English, and be nominated by a teacher or administrator to apply. They
must have extraordinary drive to attend the English courses offered by the Access program on
top of their secondary school studies, part-time jobs, and family responsibilities, and oftentimes
they are required to commute up to an hour each way between their home and EARC. These
students are exceptionally willing to work hard and make sacrifices to pursue their academic,
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professional, and personal goals. The Access 3 cohort was chosen in particular because they have
successfully completed the program and have made further steps towards achieving those goals.
I have also chosen a relatively small group of Access 3 students (5) to serve as
participants in this study in order to conduct deep analysis, using a variety of qualitative research
methods, of their language and meaning-making practices and how these inform their identity
performances. After receiving IRB approval for the project, I sent an initial inquiry seeking
participation via Facebook messages in May of 2014 to all Access 3 students with whom I was
“friends” on Facebook. Seven students responded that they would like to participate in the study,
so I sent them the consent form in both English and Mongolian as attachments to the Facebook
message. In this message, I also pointed out that I was available to answer any questions and that
they also had access to a Mongolian speaker who could answer their questions as well. I
emphasized that participation or non-participation was completely their choice and that it would
have no bearing on our current relationship. I also pointed out that EARC would provide them
with access to the Internet, a scanner, and a printer in order to complete the consent forms. Five
students were willing and able to sign and return the consent form, and these became the five
participants for the study.
3.2.1 A Note on Alias Selection
Instead of assigning the five participants codes or code names, I asked them if they would
like to select their own name for the study. Four of the five participants responded with a specific
alias, and one stated that she would rather I choose one for her. Interestingly, all four who
selected their own names chose “English” names, though this was not suggested as an option.
Cheang (2008) found that choosing to use a foreign name was a strategy for identity
management among her participants and that “the use of English/foreign names . . . reflect[s]
their taste and their desired image to be displayed to others” (p. 197). Furthermore, she found
that her participants had “generally desirable and positive” impressions of their self-selected
foreign names (p. 200). While assigning, requiring, or even suggesting that people take on a
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foreign name has been rigorously denounced as an act of colonization, imperialism, racism, and
other forms of oppression (for discussion see Said, 1978), choosing a foreign name is based on
complex factors, including “to enhance better intercultural communication, to receive some form
of privilege (e.g. religious or political), or to create better chances for trade and business, not to
mention the political or colonial influence” (Cheang, 2008).
When I asked the four participants who chose aliases why they selected that particular
name, they each responded in a unique way. Cheang (2008) found that many of her participants
chose foreign names shared by someone they admire or after a character in a movie or book, and
the same was true for some of my participants. Ray indicated that he selected his name because it
is the name of an NBA basketball player he admires and that some of his friends call him by this
name. Alice chose her name for the study because of the book Alice in Wonderland. Not only
does she find the name to be beautiful, but she also feels like she relates to Alice: “this life is the
wonderland, so I’m the Alice” (Interview). Cheang (2008) also indicated that many participants
chose a name based on its phonic similarity to their real name, and this was true of Amy, whose
Mongolian name is much longer but similar. She points out that when she was younger she had a
similar nickname: people “called me as ‘Ami’ when I was a very little child, so Amy is similar”
(Interview). Furthermore, she also indicates that she is accommodating foreigners with her
chosen English name: “my Mongolian name is very long for foreigners . . . and most people
cannot pronounce it;” furthermore, at the international school she attends, Amy is the name she
uses, and she feels comfortable using it in contexts when she is communicating with foreigners
(Interview). Finally, Holly selected her name for the study because she was asked by foreign
volunteers in the countryside to choose an English name during a program she attended as a
child, which indicates the colonizing influence that foreign educators can sometimes have. She
indicates that she does not use this name anywhere else, but that she has another English name
that she likes to use with her foreign friends. I chose the name Brooke for the fifth participant
because this name is simple and begins with the same letter of the participant’s real name,
making it easier for me to remember. I decided to select an English name since all of the other
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participants had done so, and this would fit well with the others; the participant agreed that it
would be acceptable to use this alias.
3.2.2 Participant Profiles
In this section, I will provide a brief demographic profile of the participants in order to
introduce them and their role in the study. There are four female participants and one male
participant, and all are graduates of the third cohort of the English Access Microscholarship
program which took place in Ulaanbaatar, Mongolia from 2009 – 2011. This program, which is
discussed in more depth in Chapter 7, is a U.S. State Department sponsored intensive English
program for adolescents from disadvantaged backgrounds in a number of nation-states. As
mentioned above, all names have been changed to protect the identities of the participants.
Alice
Alice was born July 29, 1994 in Uvs Province and then emigrated to Ulaanbaatar with her
family when she was a young child. She currently lives with her parents and two sisters, and her
father works in retail while her mother works security at the airport. After graduation from high
school, Alice began to study Health Sciences at Mongolian National University of Medical
Sciences. She hopes to study abroad for her graduate studies and then work as an eye doctor in
Mongolia, though she confesses she is still somewhat unsure about her career choice. Alice is
very involved in AIESEC, which is an English-language based student organization that focuses
on transnational academic and professional opportunities. She was selected to participate in an
exchange program to South Korea, but her father would not let her go. She hopes to go on
exchange in the future, however. Alice joined Facebook in 2010 and uses it frequently to post
and connect with her extensive list of friends (over 500) in both Mongolian and English. She also
uses it to perform AIESEC business and connect with classmates.
Amy
Amy was born July 21, 1994 in Zavkhan Province in western Mongolia and emigrated
with her family to Ulaanbaatar when she was a young child. She is currently in her final year of
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university at Mongolian International University, where she studies International Business
Management. The coursework at this university is conducted in English, and she studies with
professors and students from around the globe. She lives with her parents and three siblings, and
her father is an elected government leader in their district while her mother sells dehls, a type of
traditional Mongolian clothing, in a shop. Amy has worked as a translator and tour guide, and
she is involved in AIESEC, which is an English-language based student organization that focuses
on transnational academic and professional opportunities. She has been abroad for two different
programs, the World Olympic Dreams Conference in 2010 in Great Britain and the Studies of
United States Institutes (SUSI) Women’s Leadership program in the United States during the
summer of 2014. When she graduates from university, Amy plans to work in Mongolia for a year
while applying for master’s degrees in Business in either Australia or the United States. Amy
joined Facebook in 2010, posts the most frequently of all the participants, and posts in
Mongolian and English. She also has a large number of friends (over 500).
Brooke
Brooke was born January 27, 1995 in Zavhan Province and emigrated to Ulaanbaatar
with her family when she was a young child. She currently attends Hospitality Tourism College
(translated from the Japanese) near Tokyo, Japan. Prior to moving to Japan in 2013, Brooke lived
at home with her parents, two brothers, and one sister. Her father is self-employed, her mother
and brothers are teachers, and her sister works in a postal company. After graduating from high
school, Brooke studied at the National University of Mongolia before moving to Japan. She
spent one year studying Japanese in Osaka before moving to study at Hospitality Tourism
College. There, she studies Hotel, Restaurant, and Tourism Management, though she’s more
interested in studying Business Management or Economics. After graduating from her two-year
program, she hopes to earn a master’s degree in the United States before returning to Mongolia
to work. Brooke joined Facebook in 2011 and posts frequently in Mongolian, Japanese, and
English.
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Holly
Holly was born September 11, 1995 in Ulaanbaatar, where she lived with her parents and
younger brother until 2014, when she moved to China to attend Tianjin University. After high
school, she attended the National University of Mongolia, where she majored in Chinese Studies,
before applying for and receiving acceptance and a scholarship to Tianjin University. In China,
she will continue to study the language before beginning her coursework in Architecture. After
she graduates, she hopes to earn a master’s degree in the United States and then return to
Mongolia to practice architecture. Holly enjoys reading, watching American cartoons, and
studying languages, and she claims proficiency in Mongolian, English, and Chinese and some
competence in Russian and Korean. She joined Facebook in 2010 and posts the least frequently
of all the participants. She only posts in English.
Ray
Ray was born November 1, 1995 in Bayankhongor Province, which is in the west central
part of Mongolia. His family emigrated to Ulaanbaatar when he was a young child, where they
set up residence in one of the ger districts. After graduating from high school, Ray attended the
American University in Bulgaria (AUBG) for one year, before returning to Mongolia for
financial reasons. He currently lives at home with his parents and two sisters and works as a tour
guide. Ray enjoys this work, though he hopes to one day study abroad in the United States. He is
very interested in basketball, which he enjoys both as a spectator and a player, and he also enjoys
learning about and using new technologies. Ray joined Facebook in 2011, and uses the social
networking site regularly to connect with a large number of contacts (over 500) in both
Mongolian and English.
3.3

DATA COLLECTION
After obtaining IRB approval and signed consent forms, data was collected using the

following three qualitative methods: observation of Facebook profiles and activities, literacy
questionnaires, and interviews with the participants. Using these three methods allowed me to
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triangulate data to develop a deeper understanding of how the participants are developing and
performing their identities, while also minimizing researcher bias.
3.3.1 Observation
The Facebook pages of the participants serve as “extant texts” or those not elicited by the
researcher and which have been produced for purposes other than the research (Charmaz, 2006,
p. 35). For the purposes of this study, the “text” of the Facebook page is viewed broadly to
include multimodal items, such as videos, web links, and images (Hocks, 2013; Selfe, 2009;
Williams, 2012). For each participant, I collected one year’s worth of Timeline posts in a Word
table, noting the type of post (for example status update, changed profile picture, shared video, or
post from a friend), the date of the post, the language(s) of the post, whether or not I screenshot
the post, the theme of the post, and any special notes about the post. I collected posts from
September 1, 2013 to August 31, 2014. Facebook makes it relatively easy to navigate through a
user’s Timeline, as one can click on the particular year and month of interest to view all of the
posts. I took screenshots of all profile pictures and cover photos for each participant during the
year of study and also screenshot posts that seemed particularly interesting or representative of a
particular kind of post. I chose not to screenshot every post, due to time constraints and because
many were relatively similar. For example, participants often shared music videos or shared
sentimental quotes about friendship, and I did not find it necessary to screenshot each incident,
especially because they were all noted in the table. Furthermore, if I wanted to revisit any post, I
could do so by returning to the participant’s Facebook page.
I also collected information from each participants’ “About” page(s) in an Excel
spreadsheet, including details about work and education experiences, places lived, languages,
political and religious views, favorite quotes, “about me” statements, likes, groups, and events.
However, due to privacy issues, I did not record any contact information the participants shared
on their pages. At the time of data collection, the “About” section was not separated into discrete
category pages; instead, the information was all located on a single “About” page, which I
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screenshot for each participant. The information in the “About” area of a user’s Facebook page,
can and does change but less frequently than profile and cover pages. New “likes” are added on a
regular basis, events pass, and new groups are joined. Thus, as cumulative lists, catalogs of
“liked” items and membership in groups include items added since the user joined Facebook
until the end of the data collection period.
3.3.2 Literacy Questionnaire
A literacy questionnaire was sent to all participants via email or Facebook messages.
Literacy questionnaires serve as “elicited texts” that “may elicit thoughts, feelings, and concerns
of the thinking, acting subject as well as give researchers ideas about what structures and cultural
values influence the person” (Charmaz, 2006, p. 36). Literacy questionnaires offer researchers
the ability to hear about participants’ literacy experiences through their own voices, including
their specific “words and phrasing, grammatical structures, and distinctive word choices” (Berry,
Hawisher, and Selfe, 2012, Introduction: Notes on Method). The literacy questionnaires,
combined with the observations of the participants’ Facebook pages and the interviews, helped to
provide a more in-depth picture of the participants’ literate lives and identities from their
perspectives while also providing a sample of their language use in a different rhetorical
situation.
The literacy questionnaire was piloted with a group of students from the fourth cohort of
the English Access Microscholarship program and revised according to their answers. The
questions were delivered in both English and Mongolian, preceded by the following instructions:
“Please answer the following questions with as much detail as possible. You may use English,
Mongolian, or some combination of the two in your response.” However, all participants
responded to the English language questionnaire in English. For a copy of the questionnaire,
please see Appendix A.
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3.3.3

Interviews
Interviews were conducted in order to seek deeper understanding of participants’

backgrounds, motivations, influences, and goals. They also allowed participants to speak to the
decisions they made on their Facebook profiles and in their literacy questionnaires. I used an
“intensive interviewing” approach as described by Charmaz (2006), which focuses on the
participants’ experiences, perspectives, and stories through open-ended questions, requests for
more information, and respectful yet focused interaction with the interviewer (p. 25-35). All
interviews were conducted in English via Skype and recorded using Debut with a backup audio
recording using QuickTime. A human Mongolian-English translator was available to help
participants with any questions or responses, but none of the participants chose to use the
translator’s services during our interviews. Questions were semi-structured and open-ended to
encourage participants to share their stories and views in ways that were comfortable for them. A
list of interview questions is available in Appendix B; however, since the interviews were openended, additional questions based on previous answers were often asked and some questions
listed here were not asked. Interviews were conducted during the Facebook observation period,
and so more specific questions related to their choices on Facebook were often asked. Finally,
because of my personal history with participants, the interviews also tended to include friendly
discussion, laughter, and “catching up.”
I transcribed the interviews as text within the MaxQDA qualitative data analysis
software, and these texts are attached to the videos/audio recordings of the participants’
interviews. This way, I can listen and read along at the same time and code either the text or the
video/audio. I transcribed most of each of the five interviews, but chose to summarize some
basic or background information. In a small number of cases, I returned to these summarized
portions and transcribed them after they were shown to be significant during data analysis. I also
chose not to transcribe filler words such as “um,” “ah,” and certain uses of “like” and “you
know.” However, I did maintain any grammatical differences made by the participants during the
interviews. Similarly, in this dissertation, I maintain these grammatical differences in my quotes
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from the interviews and literacy questionnaires but usually remove the filler words to enhance
clarity and focus.
3.4

DATA ANALYSIS
Data analysis in grounded theory is part of a recursive process, in which data gathering,

coding, and memo writing do not occur as separate stages. As data is collected and sorted
through, codes are developed that become more focused through memo writing. As Charmaz
(2011) explains it: “this iterative process aids in focusing data collection and in conceptualizing
collected data in our memos” (p. 166). As codes become clearer and tentative theories are
developed, additional data may be gathered. This process helps researchers to develop theories
based in the realities of participants and to “dig deep” into the data; furthermore, it allows the
data to guide the theory, rather than the other way around.
Since I was collecting an enormous amount of data in a variety of modes, I needed help
with organizing, coding, and analyzing this data. A number of software programs are available,
and I chose to test two – NVivo and MaxQDA – that seemed to fit the needs of my project. I
decided to purchase and use MaxQDA software, since it allowed me to import and interact
directly with data in a variety of formats, including images (jpgs, tiffs, etc.), text (docs, pdfs,
etc.), and audio/video (mov, etc). The software allows for code organization, viewing, and
comparison along with memo writing, viewing, and comparison. Overall, the software helped me
to not only organize and code my data, but also to visualize it and compare it in many different
ways, which assisted greatly in the development of codes, memos, and theories.
I organized the data by participant in the following categories:
•

Documents: interviews, literacy questionnaires, and “About” page screenshots

•

Profile pictures

•

Cover photos

•

Screenshot Posts
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As I worked through the data, patterns began to emerge and codes were developed.
Through constant comparison of data, codes were often refined, renamed, and/or reorganized. I
began by using codes that referred to what the participants were doing with a particular post (i.e.
“sharing Western music” and “writing a message in two or more languages”). Charmaz (2011)
points out that in this initial coding stage, “grounded theorists look for what is happening in the
data,” and tend to use “short, active terms” and gerunds to “preserve action and promote seeing
processes that a language of topics and structures minimizes” (p. 172). Main categories were
then formed by grouping these various codes together based on similarities. For example,
“sharing music” and “sharing movies” were both grouped under the umbrella category “referring
to media and art.” Many items were coded with more than one code and may appear in more
than one category. For instance, a post that shares and comments on a music video may be coded
as both “sharing Western music,” which would appear under “Sharing media and art” and
“commenting on an item with a different language,” which would appear under the category
“Multi/Translingualism.”
The following main categories of codes were developed throughout the analysis period:
•

Discussing experiences with Facebook (100 coded items)

•

Multi/Translingualism (475 coded items)

•

Language Learning (174 coded items)

•

Personal Goals & Motivation (400 coded items)

•

Mongolian Language & Culture (375 coded items)

•

Global Concerns/Cosmopolitanism (147 coded items)

•

Using English (314 coded items)

•

Expressing Emotions (130 coded items)

•

Understanding of Self (552 coded items)

•

Audience & Friendship (248 coded items)

•

Referring to Media, Art, Technology (545 coded items)
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The initial codes then became subcodes within these more abstract categories. Some of
these subcodes only had a few coded items, while others were more prominent in the data. For
example, under the category “Personal Goals & Motivation,” the subcode “expressing neoliberal
values” included 83 coded items, while “sharing educational goals” included 22 coded items, and
“expressing desire to live and work in Mongolia” included only three coded items. However,
while a large number of coded items in a particular subcode or category might reveal a pattern
that can lead to the development of theory, the number of coded items is not always indicative of
significance. For example, despite having only three coded items, the code “expressing desire to
live and work in Mongolia” was significant to this study because it revealed that three of the five
participants made direct statements regarding a desire to remain in or return to their country of
birth, despite opportunities to live and work abroad. As Charmaz (2011) points out, constructivist
grounded theorists select “the most significant and/or most frequent codes [to serve as] criterion
for defining an analytic focus” (p. 174). Once the analytic focus is determined, the researcher can
then work to sharpen their understanding of the category and develop theory.
Thus, while codes can help to organize the data and guide the researcher as he or she
returns to the site (in this case, the Facebook pages of the participants) in order to gather more
data, the analysis does not end there. Once the codes were developed and relatively stable, and
once I had conducted a “second sweep” through the data, I spent time with each code, reviewing
the items categorized this way in order to gain a deeper understanding of their meaning. At this
point, I began writing “memos” or notes that would lead to the main points I would make in the
chapters of this dissertation. The MaxQDA software allowed me to look at the codes in a number
of different ways and to take notes/memos attached to the coded items and the codes themselves.
During this time, I also considered the coded items within a “transtextual” framework
suggested by Pennycook (2007) and used successfully by Dovchin (2015) in his study of
Mongolian youth’s linguistic practices on Facebook. This framework is based on the idea that
“signs/texts have meaning not in themselves but only when used; they need to be understood
productively, contextually and discursively; i.e. they have histories, they are contextually
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influenced, and they occur within larger frameworks of meaning” (Pennycook, 2007, p. 53).
Thus, I analyzed the Facebook posts through consideration of their “pretextual history” (social,
historical implications), “contextual relations” (when, where, etc. it appears), “subtextual
meanings” (ideologies and discourses attached to it), “intertextual echoes” (how it relates/refers
to other texts), and posttextual interpretations (interpretations of the participants)” (Pennycook,
2007, p. 53). Dovchin (2015) points out that the pretextual, contextual, and intertextual analyses
help to reveal “the varied linguistic and cultural styles, genres, codes, modes, and resources
integrated within the translingual practices,” while the subtextual analysis allows an
understanding of the text that considers “the wider socio-cultural and historical sub-meanings,
backgrounds, and factors embedded within translingual practices” (p. 9). Posttextual
interpretations can help reveal motivations for creating or sharing a particular text. In this way, I
was able to understand the translingual textual practices of the participants in relation to the
participants’ lived experiences in a globalizing, post-communist Mongolia.
3.5

A NOTE ON TRANSLATION
A human English-Mongolian translator was necessary in order to ensure that the

participants fully understood their rights and responsibilities and all questions, both written and
spoken. Furthermore, a human Mongolian-English translator was needed to help me understand
Mongolian language aspects of the participants’ Facebook pages. One of my co-teachers at
EARC in Ulaanbaatar, Sainbayar Gundsambuu, and one of the advisors at EARC, Ariunaa
Enkhtur also work as translators and agreed to serve as translators for the following:
•

Consent forms for the IRB

•

Literacy questionnaires and responses

•

Mongolian language items on the participants’ Facebook pages

•

Interviews with participants

Ariunaa’s resume is available in Appendix C, Sainbayar’s resume is available in Appendix D,
and both translators’ NIH human subjects training certifications are available in Appendix E.
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To facilitate translation, I created an Excel spreadsheet in Google Drive, a collaborative
writing tool, which allowed the translators and me to work together asynchronously. During data
collection, I placed any Mongolian language items in the spreadsheet, noting the participant
name as well as the date and type of post. The translators then translated these items into English
and occasionally included some background information about the item; for example, noting that
the item was the name of a popular singer in Mongolia or a local restaurant. Because the items
were often “out of context” for the translators, it is possible that some of the items were
translated more literally or otherwise differently than the participant intended. However, the
highest level of accuracy was deemed less important than maintaining the privacy of the
participants and the efficiency of translation, considering the large number of items to be
translated. I then cut and paste the English translations into notes on the item in MaxQDA so that
I could access the translation along with the coded item.
For non-Mongolian language items, I used the Google Translate tool to get a general idea
of the meaning of the item. In most cases, this was sufficient to determine the main idea of the
post (for example, song lyrics from a Korean song or a status update about a Japanese language
exam). In other cases, I asked the participants about the meaning of some non-Mongolian
language items. For those items that were shared, such as a song in Russian, oftentimes, the
participants themselves did not fully or even partially understand the meaning of the words but
were sharing the item for other reasons, such as liking the way it sounded or because the
meaning of the video was understandable despite the audio being in another language. It seemed
unnecessary to translate such items.
3.6

POSITION OF THE RESEARCHER
The need to consider and explicitly discuss the role of the researcher, particularly in

qualitative research, has been emphasized across disciplines such as anthropology,
sociolinguistics, and rhetoric and composition recently, since “the inquirer [is] typically involved
in a sustained and intensive experience with participants” (Creswell, 2009). Furthermore, as both
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quantitative and qualitative inquiry has developed beyond positivist assumptions, a postpositivist perspective on research acknowledges that “research inevitably includes and expresses
the orientation, methods, values, traditions, and personal qualities of the researcher” (Wertz et
al., 2011, p. 84). Chiseri-Strater (1996) argues that all researchers, regardless of discipline or
methodology, “are positioned by age, gender, race, class, nationality, institutional affiliation,
historical-personal circumstance, and intellectual predisposition” (p. 115) and that these aspects
of the researcher self “require textual disclosure when they affect the data, as they always do to
some degree” (p. 116). Similarly, Wertz et al. (2011) argue that “part of the rigor of qualitative
research involves self-disclosure and reflexivity on the part of the investigator” (p. 84). Such
reflexivity is essential for constructivist grounded theorists who work “to create interpretive
understandings located in [the particularities of time, space, and situation] and to take into
account how the researcher and research participants’ standpoints and positions affect our
interpretations” (Charmaz, 2011, p. 168-9). Such reflexivity and self-disclosure on the part of the
researcher can contribute to a clearer, more thoughtful understanding of the research data and a
more fair and ethical representation of the participants.
This research study arose out of my pre-study involvement with the participants, both
offline and online. Because of my pre-existing association with the participants, I did not have to
gain entry to the research site(s) or establish a new relationship with the participants. I first met
the participants in August 2010 in Ulaanbaatar, Mongolia, where I served as one of their English
Access Microscholarship course instructors until June 2011, when they graduated from the
program and I returned to the United States. I also attended field trips and cultural events with
the participants and interacted with them during Speaking Club and in the study and library
spaces provided by the Educational Advising and Resource Center (EARC) where the Access
program was based. I became Facebook friends with all participants in the fall of 2010 or the
spring of 2011 and have kept in touch with them through interactions on the web site since then.
It is important to note that my relationship with the participants has always been one in which
power has played a major role, due to the centrality of the teacher-student relationship, my
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nationality as a United States citizen and “native” English speaker, and my advanced education,
as well as the differences between our ages, races, backgrounds, socio-economic statuses, and
more.
To begin, the teacher-student relationship has been central to my interactions with the
participants. While the teacher-student relationship in the United States has always been and
continues to be one in which the teacher holds much of the power, the movement towards
student-centered pedagogies along with policies at institutional and organizational levels that
emphasize the rights of students have done much to encourage a more equal dynamic between
teacher and student. However, in Mongolia, as in much of the post-communist world, the teacher
continues to be a figure with much power. While part of the goal of the Access program, as
discussed in more detail in Chapter 7, is to provide a student-centered curriculum with a
“participatory classroom experience” that encourages “critical thinking skills” (United States
Department of State [USDOS], 2007, p. x), students are not always immediately comfortable
with such a dynamic and continue to regard the teacher as an authority figure with a significant
amount of power. As Holly describes her initial impression of the Access instructors in her
interview: “the teachers were so friendly, and I was so shocked because I didn’t know that
teachers were friendly. You know, teachers are usually very strict and stuff” (Holly, interview).
As the Access students became more comfortable with the classroom dynamic and the
disposition of the teachers and as our relationship developed, power distance decreased but never
to a point in which both parties felt a sense of equality.
As an American and a native English speaker, I have also been regarded as an authority
figure, a role model, and even an object of admiration by the participants, at least to some
degree. Post-communism, the United States became the symbol of democracy and prosperity to
which Mongolians aspired, and through interaction with aid groups and Western media,
Mongolians also came to recognize U.S. cultural forms, products, values, and even people as
representative of and perhaps even pathways to democracy and prosperity. For this reason, and
because of their limited interaction with foreigners in general and Americans in particular, many
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Mongolians hold Americans in particularly high esteem. For example, in discussing his
experience interviewing for the Access program, Ray states: “It’s like I’ve never seen an
American person and to be able to talk with them, it’s just like, wow” (Ray, interview). For Ray
at the time of his interview, as for many Mongolians with limited access to people from the
United States, Americans can hold a kind of awe-inspiring power.
Furthermore, Americans tend to be highly regarded due to their “native” English
speaking abilities. As discussed further in Chapter 7, English is considered a very valuable
commodity in Mongolia, and those who possess it, particularly in its standardized forms, tend to
be held in high esteem. When living in Mongolia, I was often approached by strangers on the
street or in shops, simply because of my appearance, and asked to teach them English. I was also
approached by private English language schools about teaching for them. Students and other
people I met often requested private lessons, help with TOEFL preparation, or help with other
English language needs. I also experienced situations in which Mongolians felt self-conscious
about using their English with me, including the director of the foreign language program at a
prominent Mongolian university and several English language teachers at local high schools.
Similarly, the Access students, including the participants, were originally more hesitant to speak
with me in English, especially outside of the classroom and online. While this tendency
decreased due to the development of our relationship, their improved English language skills,
and perhaps other factors, some participants still note feeling self-conscious about their English
language abilities when speaking or writing with me.
I have some understanding of this due to my own experiences with the Mongolian
language, though, due to the aforementioned privileges, this experience differs significantly from
that of the participants. When I first moved to Mongolia in August, 2011, I barely knew how to
say “hello” and “thank you” in Mongolian. This certainly shows the privilege of English
speakers, as there are often other English speakers and resources available in countries whose
primary language is not English, which makes travel safer and more comfortable for those with
access to this privileged language. However, English is not regularly spoken in Mongolia, and
95

some basic Mongolian along with translingual strategies are necessary for participation in daily
activities such as taking a taxi, grocery shopping, and communicating with neighbors. I also
believe that it is important to try to learn the language of the place where one is residing. This
shows a genuine respect for and curiosity about the language and the people who speak it. I took
lessons twice a week for about six months, which helped, but I also learned by being immersed
in the language in my daily activities and interactions with my colleagues, friends, and students.
Still, I often mispronounced words, used the wrong words, or struggled to express what I wanted
to say. Learning Mongolian made me appreciate how hard my students worked to learn English.
Most of the Mongolians I interacted with were happy to help me and appreciated that I was
trying. Despite my efforts, however, I only achieved a basic level of competence.
As their Access instructor and Facebook friend, I have served as the participants’ role
model and advisor for English language and academic related concerns over the past five years.
In this capacity, I have answered questions related to applying for U.S. universities and
scholarships, have helped them to compose and revise admission essays, have answered
grammar-related questions, and have written letters of recommendation for them. I have also
served as a link to knowledge about the U.S. higher education system, offering advice from my
own experiences with U.S. institutions and the experiences of both domestic and international
students I have worked with in the past. In other words, I have tried to use my position as an
authority figure, role model, and advisor to help the participants (and all Access students with
whom I remain connected) to reach their academic and personal goals.
While these power-laden aspects of my relationship with the participants are present, and
even primary in some cases, I have also developed friendships with them over the course of the
past five years that extend beyond the teacher-student or advisor-advisee roles we inhabit.
During time spent together outside of the classroom, both offline and online, we have come to
know each other as individuals with hopes, fears, families, interests, and much more. On
Facebook, we often comment on or “like” each other’s posts about subjects unrelated to
academics or language learning and “catch up” with one another using the chat feature. While
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these friendships are not separate from our other relationships, they do add a sense of comfort
and closeness that would not be there otherwise.
I had to consider the power-laden aspects of our relationship and my position as an
American and native English speaker in my research design and return to these concerns
throughout the data collection and analysis process. When I approached the Access 3 students
with whom I was connected on Facebook about participating in the study, I provided a very
formal invitation that sought to make it clear that the research study would be separate from our
other relationships online. This message was included in my IRB package and approved. In
subsequent communications with the participants and other interested Access 3 students, I was
careful to note that participation would have no bearing on our current relationship. I also did not
actively pursue any student who did not respond to the inquiry or who expressed that he or she
could not participate. The consent form, which was approved by the IRB and delivered in both
English and Mongolian, also emphasized that participation was voluntary. It was my hope that
these measures ensured that the participants did not feel obliged in any way to participate. None
of the participants expressed reluctance to participate at any point during the study, and all
expressed enthusiasm both in their initial response to the inquiry and in their interviews, which
suggests that they did not feel obliged or coerced to participate in any way.
When preparing for the interviews, I also considered that the participants might feel that
they should answer in a particular way in an attempt to satisfy what they thought I wanted to
hear. I was also concerned that they may feel uncomfortable answering some of the questions,
particularly those that may be more sensitive or personal. For these reasons, I chose to use openended questions that invited the participants to tell stories about their experiences. In some cases,
I would pursue certain lines of discussion by using follow-up questions. When participants
seemed uncomfortable with certain questions or unwilling to elaborate, I simply moved on. For
example, when discussing living in the ger district, participants often chose to be brief and
expressed a desire to move on, which I respected. Furthermore, in four out of the five cases, the
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participants were not alone while the interview was conducted, and they could have been
limiting their responses due to the secondary audience of family members or peers.
3.6.1 Reflexivity during Data Analysis
Aside from the power dynamics that influenced my relationship with the participants
during the study and affected data collection, I also had to be aware of my positionality during all
phases of the research process, and especially during data analysis. As a white, female, middleclass, heterosexual American in my mid-thirties with advanced degrees and a relatively safe,
healthy, and stable lifestyle, I recognize that I have a lot of privilege in the world. I realize also
that this privilege, along with my life experiences, has affected the way that I see and interact
with the world and with other people. My worldview and life experiences cannot help but to
influence the way I interact with the participants and the way I view the data. For example, as a
middle-class American, I am prone to view wealth as the accumulation of capital in the form of
money and material goods. However, traditionally, Mongolians view wealth as the accumulation
of animals in a herd. This difference in perspective can be significant for how I view the data
regarding capital and wealth. While I might be likely to see the participants as experiencing
poverty due to their residence in the ger district, their lack of material goods, or their lack of a
bank account, it is also highly possible that they do not see themselves this way and do not
recognize the same disadvantages that I do.
My experiences studying humanities at the tertiary level for eleven years has offered me
the opportunity to think more critically, to consider alternatives and to value different
perspectives. In addition, my experiences and relationships with people who are different from
me have also allowed me the chance to consider issues from different perspectives. In particular,
my experiences living and travelling abroad, especially in Mongolia, have encouraged me to
question and reevaluate my own taken-for-granted beliefs. Additionally, the fact that I lived in
Mongolia for one year and developed and maintained relationships with Mongolian people over
the past five years has contributed to my ability to analyze the data in a more informed way.
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While it is not possible, or even desirable, to completely remove all researcher biases,
questioning assumptions about the data and attempting to view it from a variety of perspectives,
especially the participants’, is a major component of conducting constructivist grounded theory.
Since constructivist grounded theory “adopts a relativist epistemology and seeks interpretive
understanding,” that is “located in . . . particularities,” it must “take into account how the
researcher and research participants’ standpoints and positions affect our interpretations”
(Charmaz, 2011, p. 168-9). By considering a number of interpretive possibilities to account for
the data, constructivist grounded theorists resist making general claims or trying to make the data
fit preconceived categories or theories. Instead, they attempt to recognize the various
perspectives and biases at play during data analysis in order to develop a more complete
understanding of the data. As Charmaz (2011) argues, “engaging in reflexivity and assuming
relativity aids us in recognizing multiple realities, positions, and standpoints – and how they shift
during the research process for both the researcher and the research participants” (p. 169).
As an example of the importance of reflexivity during this research study, I’d like to
briefly make a comment about my exploration of the code “expressing neoliberal values” and
how this coded category was analyzed. For those of us in Western academics, “neoliberal” is a
pejorative term for an economic and socioeconomic ideology that the West has imposed upon the
developing world, which has resulted in the oppression and disenfranchisement of millions. The
values underpinning this ideology – competition, self-interest, self-improvement, for example –
are also seen as serving to further oppress the Other. The way that I view this ideology and its
attendant values is informed by my positionality as a member of the Western academic elite.
Thus, when I began seeing my participants posting frequently about these values and seeming to
“buy in” to this ideology, I desperately wanted to find some evidence of resistance to this.
However, when I began to study Mongolian history and culture more deeply, when I talked with
my participants, when I began to think about the data from their point of view, I recognized that
my own biases and disciplinary assumptions were clouding my view of what was really going
on, which was more complicated than simply “buying into” or “actively resisting” such an
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ideology and the values attending it. I further realized that I was assigning this term to the data,
that I was effectively trying to wedge these data into a preconceived category. I hope that I was
able to look beyond my own biases fully enough so that my exploration of this issue in Chapter 7
fairly demonstrates consideration of the “multiple realities, positions, and standpoints” that
influenced my interpretation of this code and its data.
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Chapter 4: Social Capital, Audience, and Translingual Practices on Facebook
4.1

SOCIAL CAPITAL
Social capital, according to Bourdieu (1986), is a form of symbolic capital that is given or

acquired through association with a group or relationship between individuals. Bourdieu (1986)
defines social capital as “the aggregate of the actual or potential resources which are linked to
possession of a durable network of more or less institutionalized relationships of mutual
acquaintance and recognition . . . which provides each of its members with the backing of the
collectivity-owned capital, a ‘credential’ which entitles them to credit” (para. 19). Like other
forms of cultural capital, including linguistic capital (see Chapter 7), the accumulation of social
capital requires work: “the network of relationships is the product of investment strategies,
individual or collective, consciously or unconsciously aimed at establishing or reproducing social
relationships that are directly usable in the short or long term” (Bourdieu, 1986, para. 22). Thus,
like other forms of symbolic capital, social capital can be converted into economic capital,
though this is not usually the conscious aim of the development and maintenance of relationships
and group membership.
Of course, membership in some groups and relationships with certain individuals can
bestow one with privilege, and the products of those relationships can have real material
consequences, which is why, ultimately, people invest time and energy into the development and
maintenance of social capital (Bourdieu, 1986). For example, the relationship between a literacy
sponsor and the individual(s) sponsored supports this idea, as both the sponsor and the sponsored
gain advantage from their mutual exchange (Brandt, 1998) (for more discussion, see Chapter 7).
Bourdieu’s (1986) theory of social capital, however, has been criticized for depending too
heavily upon the notion that those from underprivileged backgrounds lack the social capital (and
other forms of capital) necessary to succeed in a modern, capitalist society, and must, then, seek
social capital through the forging of relationships with privileged others.

101

For example, Yosso (2005) challenges this aspect of Bourdieu’s (1986) theory of social
capital, arguing that “People of Color” possess “community cultural wealth” or “an array of
knowledge, skills, abilities and contacts possessed and utilized by Communities of Color to
survive and resist macro and micro-forms of oppression” (p. 77). According to Yosso (2005),
already-existing social relationships among economic and social peers can provide support and
assistance for those who invest in them. Furthermore, Yosso (2005) found that members of these
groups “gave the information and resources they gained through these institutions back to their
social networks,” in an unofficial system of mutual exchange (p. 80). By connecting with peers
and others from similar backgrounds on Facebook, individuals are able to access valuable
resources while also strengthening the community through their own contributions and
reciprocation. Facebook provides opportunities to interact both with privileged others and with
communities of peers and to benefit from the social capital obtained through each kind of
relationship.
4.1.1 Types of Social Capital and SNS
Drawing on the work of Putnam (2000), researchers argue that the Internet in general and
SNS in particular offer affordances for the development and maintenance of bridging and
bonding social capital (Donath and boyd, 2004; Ellison et al., 2007; Ellison, Vitak, Gray, and
Lampe, 2014; Jiang and de Bruijn, 2014; Lee, Kim, and Ahn, 2014). Putnam (2000) connects
bridging social capital with “weak ties,” relationships that may be useful but are usually not
based on close, emotional bonds. Bonding social capital, on the other hand, is linked to “strong
ties” based on close, emotional bonds (Putnam, 2000). Bourdieu (1986) claims that the work of
accumulating social capital often has to do with “transforming contingent relations, such as those
of neighborhood, the workplace, or even kinship, into relationships that are at once necessary
and elective,” (para. 22), and Donath and boyd (2004) suggest that the Internet supports this
process of converting “weak ties” into stronger relationships or larger groups from which
resources may be drawn, which defines bridging social capital. SNS such as Facebook can also
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support bonding social capital, or the maintenance of “strong ties” between close friends and
family members (Ellison et al., 2007). Moreover, Ellison et al. (2007) argue that Facebook
allows for individuals to maintain social capital, even if they are physically separated from the
social networks to which they belong as they “progress through life changes” (p. 1146).
For transnationals, SNS such as Facebook allow them to maintain relationships and group
memberships that provide them with support and resources even when physically separated from
their networks. Furthermore, for those who develop intercultural relationships offline in a variety
of contexts, including short-term travel, experiences with international visitors, or study abroad,
Facebook can help with the maintenance of these relationships (Jiang and de Bruijn, 2013).
Specifically, Facebook can provide users with opportunities to “broaden their social views such
as understanding other cultures and realizing how people unlike them think, to satisfy their
curiosity about what happens in other countries and regions, get to know what is popular at other
places in the world, and to obtain a feeling that everyone in the world is connected” (Jiang and
de Bruijn, 2013, p. 733). Jiang and de Bruijn (2013) argue that these social benefits differ from
those afforded by bridging social capital and term this kind of social capital “cross-cultural social
capital.” The accumulation of this kind of social capital has implications for the development of
cosmopolitan dispositions because it increases and intensifies the relationships individuals may
have with global others who can impact their perspectives.
Research indicates that SNS such as Facebook support the development and maintenance
of social capital because it is relatively easy to engage in “social grooming” behaviors that serve
to support relationships (Ellison, Vitak, et al., 2014). Furthermore, Ellison, Vitak, et al. (2014)
found that the relationship maintenance behaviors that Facebook users engage in are effective
partially because of their visibility: “SNS users must respond in a manner that leaves an
observable marker of attention as a way of cultivating, or grooming, their connections and thus
increasing access to the resources they represent” (p. 858). Lee et al. (2014) look at how the use
of specific kinds of Facebook features supports the acquisition and maintenance of both bonding
and bridging social capital. They found that using the “like” feature on friends’ posts supported
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bonding social capital and that their participants often used this feature “for the sake of the
relationship maintenance even though the posting is not interesting” (p. 444). They also found
that their participants posted on their own and their friends’ walls (now called timelines) in an
effort to maintain weak ties that may later be useful to them (p. 445). Ellison, Gray, Lampe, and
Fiore (2014) studied a specific kind of wall post, or status update, that served to increase
perceived bonding and bridging social capital among users: the resource request. They conclude
that Facebook encourages processes such as asking for and offering help and accessing
information that “[contribute] to the complex, multi-faceted, and rich tapestry of interactions that
help people feel that they have access to important social resources” (Ellison, Gray, et al., 2014,
p. 1119). These studies show that although the investments in social relationships on Facebook
via these features are relatively less costly in regards to time and effort than maintenance efforts
offline, these investments do result in greater perceived bridging and bonding social capital.
4.2

AUDIENCE
The Internet, and SNS such as Facebook in particular, has complicated the rhetorical

concept of audience in such a way that has profoundly affected the performance of identity in
these spaces. As Zappen (2005) points out, interactions online are “a complex negotiation
between various versions of our online and our real selves, between our many representations of
our selves and our listeners and readers, and . . . between our many selves and the computer
structures and operations through which we represent these selves to others” (p. 323). The
audience of “friends” on Facebook, for example, is often composed of individuals from a variety
of contexts in the user’s offline worlds, each of which represents a particular group identity and
subject position that the user must span in order to develop or maintain social capital.
Furthermore, SNS audiences can include individuals who are distant from the user both
geographically and culturally, whether these are people met through online interactions or face to
face encounters via travel, migration, or participation in international programs. Appadurai
(1996) argues that with modern technologies of information and transportation that support
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globalization, a person’s “way of life” must often be communicated to “multiple and spatially
dislocated audiences” (p. 44), which can be extremely complicated.
SNS users tend to connect with others from a variety of contexts in their offline worlds in
one place, a phenomenon that Marwick and boyd (2011) term “context collapse.” Marwick and
boyd (2011) argue that “the need for variable self-presentation is complicated by increasingly
mainstream social media technologies that collapse multiple contexts and bring together
commonly distinct audiences” (p. 115). Navigating this complex and multiple audience on SNS
“complicates self-presentation management because as people strive to control others’
impressions, they have to adapt their verbal and nonverbal behaviors to these varying audiences”
(Bazarova, Taft, Choi, and Cosley, 2012, p. 123). Context collapse thus requires users to imagine
an audience for their profiles, posts, and communications on SNS as they negotiate their own
various subject positions and identities, some of which may conflict with each other (Marwick
and Boyd, 2011; Walker and Lynn, 2013). Through these negotiations and interactions, users
perform new and developing identities.
Bazarova et al. (2012) argue that self-presentation on SNS such as Facebook are
complicated by context collapse as users strive to manage the impression others have of them.
Since individuals “have to adapt their verbal and nonverbal behaviors to these varying
audiences” (Bazarova et al., 2012, p. 123), the identity statements a user makes require complex
rhetorical negotiation. For example, Bazarova et al. (2012) found that “both publicness and
directedness” in terms of the type of Facebook post – status update, wall post, or private chat –
affected the way that individuals expressed emotion on Facebook (p. 125). Furthermore,
Seargeant, Tagg, and Ngampramuan (2012) argue that even in direct exchanges, such as wall
posts, users “are likely always reminded of the potentially wider readership” and that this has
“significant implications for the way communication is structured, particularly in terms of
addressivity that are employed” (p. 515). Seargeant et al. (2012) argue that “the imagined
audience for the postings . . . is likely to influence the style (including language choice) of the
initial utterance” (p. 515). These choices are further complicated in situations where users’
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audiences are composed of individuals from a variety of cultural and linguistic backgrounds,
particularly when users see themselves as members of more than one cultural and/or linguistic
group.
Research indicates that Facebook users employ strategies for communicating with a
collapsed audience and for performing their multiple identities in this online space, and
addressivity plays a central role in the use of these strategies. In some cases, users address a post
to their entire audience and will work to avoid “communicative topics or language practices that
may exclude, or be inappropriate for, certain members of the ‘collapsed audience” (Seargeant et
al., 2012, p. 515). When this audience is composed of individuals from different language
backgrounds, Androutsopoulos (2013) suggests that users will attempt to reach the largest
number of people through the use of English. However, Seargeant et al. (2012) also found that
particular posts were often directed at a specific person or group of people and designed, through
language choice, to exclude members of the audience who did not speak that language
(Seargeant et al., 2012, p. 521). In contrast, Cunliffe et al.’s (2013) research suggests that the
exclusion of certain members of the audience in status updates is viewed as an unintentional “byproduct of the fact that the online social network include[s] multiple offline social networks” (p.
354). In both cases, the participants understood that certain members of their larger audience
were being excluded by their language choices.
Of particular interest is when these posts are addressed to members of a group who share
a multilingual background. Oftentimes, these posts will employ translingual practices, such as
code-meshing. Seargeant et al. (2012) suggest that “a context-specificity indexing a shared
cultural space, along with a particular set of language practices which constitute the shared
semiotic repertoires of the participants, create a coherent sense of community identity which is
produced and reproduced in the group’s exchanges despite – or perhaps because of – the semipublic nature of the forum in which the communication is conducted” (p. 528). In this way, these
translingual practices serve to “mark” those who interact with the post as members of a specific,
and unique, community.
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The language practices that users engage in on SNS such as Facebook support
interactions with audiences composed of individuals from a variety of real-life contexts and
serve to develop and maintain these relationships in an effort to build social capital and perform
their identities. In the case of transcultural users, language choice plays a complicated rhetorical
role in their efforts to cultivate and maintain social capital and perform complex, globalized
identities. These practices allow them to perform identities as members of either structured or
semi-structured groups (student organizations, alumni associations, civic organizations) or
unstructured groups (English speakers, translinguals, those who have traveled abroad) who can
provide them with access to both material and intangible resources while also displaying the
group affiliation (and any prestige or privilege afforded by such an affiliation) to their entire
network of Facebook friends.
4.3

PARTICIPANT EXPERIENCES: SOCIAL CAPITAL AND AUDIENCE

4.3.1 Background
Sharma (2012) argues that “social networking is not what young people do for its own
sake; it is how they get things done in their social lives almost all the time” (p. 484). The
participants in this study agree, suggesting that Facebook, in particular, is essential for the
development and maintenance of relationships and the access to the resources these afford.
Alice, for example, states: “Facebook is the basic needs in human life, because everyone has a
Facebook and there is so many informations and so many opportunities to work on and the
opportunities to contact each other” (Interview). The participants describe using Facebook to
keep in touch with contacts who live far away, to find answers to questions, to keep up with the
news, to learn about upcoming events, to discuss coursework with classmates, and much more.
For them, Facebook is more than just a fun website; it is a tool they use to meet their social
needs. The relationships they develop and maintain on Facebook allow them to access resources,
including those mentioned above, that can assist them in meeting their academic, professional,
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and personal goals. Moreover, these relationships and the display of them on Facebook
contribute to the participants’ identity performances.
The importance of Facebook in their social lives is made especially clear when a
participant is separated from the social networking site for a period of time. For example, Holly,
who is studying abroad in China where Facebook is banned, describes her frustration with not
being able to access Facebook: “I’m kind of getting very frustrated and because, you know, it
loads, in China, Facebook is banned, so I have to use an application called Free VPN, and it
loads very slow. And, sometimes I just shut it down. Okay. Just forget it. And stop using it”
(Interview). Ray, who travels in the countryside as a tour guide for several weeks at a time, sees
Facebook as a way to reconnect with his friends upon his return, writing in one post: “Facebook
gedeg chn iim ym bdag bilu” (Translation: “Coming back to Facebook – forgot what it is”)
(Ray, post, June 4, 2014). The comments on this post further indicate how Facebook works to
maintain social capital, as his friends welcomed him back and asked for more information and
photos from his trip.
All five of the participants in this study indicate that their Facebook networks are entirely
or almost entirely composed of people they know offline. Furthermore, they all point out that
their networks include individuals from a variety of offline contexts, supporting the notion of
context collapse in SNS. As Amy describes: “Facebook is a very big platform that is a mixture
of, you know, different people, I mean from different states and things like that. So I do have
friends from high school, and I do have teachers, and I do have, you know, Access friends, and
also some other program, and the students from organizations, and the participants from my
summer exchange program abroad” (Interview). The participants are certainly aware that their
group of Facebook “friends” is diverse, and they have developed particular strategies for dealing
with context collapse on the social networking site through translingual practices aimed at
developing and maintaining social capital with all of their contacts.
When asked about their language choices on Facebook, all of the participants indicate
that consideration of audience influences their decision-making. Ray points out: “Usually, like
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most of my comments or posts, status, it’s for some people or some group of people. It’s not,
like, for everyone. Sometimes, but most of the time it’s for someone” (Interview). Similarly,
Amy states: “I post and share both in English and Mongolian. It depends on what type of people
I want to post for” (Questionnaire). The participants are aware that specific members of their
network are going to be more interested in certain topics and posts, and they will address these
different subsets of their network through language choices and tagging practices, inviting these
individuals to read and respond and discouraging others from doing so.
They are also aware that by using certain language resources in a post they are excluding
others in their network. Holly points out that she only posts in English on Facebook, although
she uses Mongolian in private chats. She likes to post quotes from books or movies in English,
but she realizes that a lot of her friends won’t understand them; because of this, she often limits
the visibility of her posts to herself only. For Holly, it’s not important that others read and
understand these posts; she does it only to remind herself of the ideas in these quotes. Amy
expresses surprise when a foreign friend “likes” a post she made in Mongolian Cyrillic, by
commenting “[Tagged friend] hha u understand what i wrote? [smile emoticon] Or Mr. Google is
helping you?” (Amy, comment, December 16, 2013). In this case, she shows awareness that her
language choices would exclude certain members of her network. In discussing one post, Brooke
points out that she sometimes intentionally chooses a language to exclude certain members of her
network while reaching out to others: “I was kind of sad with my friends here [in Japan], so I
didn’t want them to know what I meant, like my international friends, so I posted in Mongolian”
(Interview). By using Mongolian, Brooke is able to express her feelings to her Mongolian
friends, and receive support from them, while not alienating her international friends with whom
she is upset at the moment.
The participants use Facebook to acquire, develop, and maintain both bonding and
bridging social capital as well as what Jiang and de Bruijn (2014) call “cross-cultural social
capital.” The participants cite the ease of communication via Facebook as one of the benefits of
using the site to maintain relationships, both close and acquaintance. As Ray describes:
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“Facebook makes things very easy, because you can just click on the picture of a person you
want to chat and you just start typing and then the other people will reply from, like, 5000 km
away from you” (Interview). They also discuss being able to keep up to date on their friends’
lives with minimal effort, since “people are posting about their lives” (Amy, Interview) and to
easily update those in their network about their own lives: “I can post what I’m doing here and
my family and my friends, the people who is close to me can see that” (Brooke, Interview). They
enjoy being able to keep in touch with their friends from a variety of contexts in their lives,
especially those whom they are physically separated from.
4.3.2 Development and Maintenance of Bonding Social Capital on Facebook
Bonding social capital is connected with “strong ties,” such as family and close friends
who offer emotional support and access to specific resources, and studies suggest that Facebook
use is positively correlated with perceived bonding social capital (Ellison et al., 2007; Ellison,
Gray, et al., 2014; Jiang and de Bruijn, 2014; Lee et al., 2014). The participants in this study
indicate that they use Facebook to maintain strong ties and garner support from these
relationships, particularly when separated from them physically. They tend to use the Message
feature (private chat) to connect with family members and close friends, but they also view
others’ timelines and post on their own to share information about their lives. For example,
Brooke, who is studying abroad in Japan, uses Facebook to keep in contact with her family and
close friends in Mongolia: “I can post what I’m doing here and my family and my friends, the
people who is close to me can see that” (Interview). The benefits of accumulated bonding social
capital include emotional support, access to information about circumstances affecting friends
and family, and a sense of belongingness, all of which are important when an individual is
physically separated from this group and experiencing a new culture.
When bonding and maintained (see Ellison et al., 2007) social capital is at stake, the
participants tend to consider language choice consciously both in private chats and in posts that
can be seen by the wider network. When engaging in a private chat, they tend to select the
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language that the other person would feel most comfortable conversing in. For example, in her
questionnaire, Amy states: “I use both English and Mongolian to chat with friends on Facebook
as well, it just depends on which person prefers which of the languages from Mongolian and
English.” While this can certainly be on practical grounds – “my mom use facebook to contact
me, but she can’t understand English, so i use Mongolian” (Brooke, questionnaire) – it can also
serve to preserve important relationships and build maintained social capital. Holly describes her
linguistic decision-making on private chat this way: “I sometimes find it kind of awkward [to use
English phrases mixed in with Mongolian] because maybe they would actually think that I’m
boasting myself by speaking in English. I’m trying to show off or something, so I can’t do you
know, I try not to. But they’re faster they’re more to the point sometimes I just like using them . .
. that’s easy and they would understand, but I think they still think that I’m just trying to show
off” (Interview). Here, Holly suggests that despite the ease of the phrase and the fact that the
other person would understand, she tries not to use these phrases because she fears the other
person’s perception of her language use, and perhaps risks damaging the relationship.
Certain posts also serve to support bonding and maintained social capital, addressing
certain members of the network implicitly through language choice in an effort to glean support,
understanding, or other resources from particular individuals. For example, Brooke, who is
studying abroad in Japan, writes the following status update:

ホームシック… アゲーン

(Translation of the Japanese: “Homesick . . . again”) (Brooke, status update, August 30, 2014).
It is interesting to note that she is not reaching out to her family and friends in Mongolia, whom
she just left to return to Japan and who do not read Japanese, but rather to her network of close
friends in Japan, likely other international students who have similarly returned after the summer
break. By choosing to write in Japanese, she seeks emotional support from friends who can
understand her feelings, and it is indeed these friends who respond, also in Japanese, to her post.
Making an emotional impact on a particular individual or group in the network also
affects language choice in posts. Ray explains: “in English the meaning sounds more personal,
and [be]cause that person might take some time to understand its meaning and the way it
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influences is better in English” (Interview). Four of the five participants describe using English
to express their feelings and connect with others, especially on Facebook in posts, comments,
and chats. As Holly explains, Mongolian communication style is not well-suited to emotional
expression: “Mongolians are kind of quiet people and they don’t actually express their feelings
that much . . . I kind of find it hard to say like ‘I love you’ in Mongolian, but when saying it in
English, it feels just natural” (Interview). She goes on to discuss how the Mongolian language
itself supports a less emotional, more high-context communication style: “We don’t actually say
‘please,’ like literally, and we just try to express it in our tone . . . if you kind of translate it
literally, then we would just say ‘give that’” (Interview).
Although the participants in this study use both Mongolian and English to express
emotion and connect with particular individuals in their networks, English phrases are often
employed for these reasons. For example, note in the following exchange between two of the
participants, Amy and Brooke, that Romanized Mongolian mixed with English emotional
expressions phrases is employed:
Amy (original post): “Все будет хорошо” (Translation: Everything will be good!
Original in Russian)
Amy: It feels like you are just right beside me, dear! Thank you for always being
here for me! udahgui sn medeenuudeer bulaad ognoo nzan kkk. (Translation of
the Mongolian: I will bury you in good news soon, my friend)
Brooke: hihi my pleasure! xD tegeerei huleejina ;* (Translation of the
Mongolian: OK, I will be waiting) (Amy, post, February 7, 2014).
In this exchange, the two participants are expressing their feelings about their friendship to one
another and utilizing English phrases such as “thank you,” “being here for me,” and “my
pleasure” that express gratitude and support that help to maintain the friendship. Exchanges such
as this one allow the participants to build bonding social capital, and these English emotional
expressions help the participants satisfy this social need.
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Bonding social capital is also developed through the tagging feature, where users can tag
specific friends in a post or a photo. This act calls the tagged individuals to respond, since they
receive a notification that they have been tagged in a post, in essence drawing the other person or
people into a conversation. Furthermore, the tagged post along with any conversation in response
is visible to both parties’ networks, thus displaying the relationship to others. Through this
display, the relationship is performed for others, which could work to solidify the relationship
itself. Repeated tagging and interactions on Facebook help to develop and maintain the
relationship, especially when the participants share personal moments and express emotions with
and about one another. Another way that the participants work to develop and maintain bonding
social capital is through the display of family connections, an option built in to the “About”
pages of Facebook users. Specifically, four of the five participants in this study list close friends
as family members on their “About” pages. This act demonstrates the depth of feeling associated
with the relationship to the parties involved as well as to the whole network. While it is not
uncommon to refer to close friends or admired elders as “sister,” “brother,” or even “mother” or
“father” in Mongolian, by displaying these relationships on Facebook, the participant is
confirming the seriousness of the friendship for all to see.
4.3.3 Development and Maintenance of Bridging Social Capital on Facebook
The participants also use Facebook to develop and maintain bridging social capital, or the
capital gained through weak ties. All of the participants mention using Facebook to keep in touch
with acquaintances from various contexts and points in their lives, such as high school friends,
classmates, and coworkers. These individuals form part of the broader network of “friends” on
Facebook, and interactions with them are often less frequent and less intense than the
interactions the participants have with closer friends and family members. However, these
associates can provide the participants with valuable bridging social capital, both in direct ways,
as in answering a “resource mobilization request” (Ellison, Gray, et al., 2014) and in indirect
ways, such as through the display of the connection. Furthermore, many of the participants are
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members of Groups on Facebook, which bring them together with people from outside of their
immediate network. Membership in these groups allows the participants access to group
resources, including information about upcoming events, scholarship opportunities, and
connections with others who may be able to provide more specific help.
Resource mobilization requests, what Ellison, Gray, et al. (2014) define as “broadcasted
status updates in which people ask questions or request information, favors, or other forms of
assistance from one’s network” (p. 1104), allow the participants to tap into the direct social
capital afforded by both their strong and their weak ties. Such requests are often directed toward
a particular subset of the network who may be able to help with the request, but they are visible
to all and may be answered by someone unexpected, such as a former high school friend. The
language choices made by the participant serve to direct the request toward a particular group
within the network and are employed to receive the most helpful answer. Among the participants
in this study, Amy uses the mobilization request most frequently, and she makes different
language choices depending on the topic of the request and who she suspects may know the
answer. For example, in one request, she writes:
S3-iin tohirgoonii APN, NAME-iig heleed uguh hun bn uu? Jich: MobiCom
Official. (Translation: Can someone tell me APN and NAME configuration for
S3’s phone 3G?) (Amy, post, December 18, 2013).
In this request, Amy uses a Romanized Mongolian base language with the technical terms and
abbreviations in English with Mongolian case endings (-iin and -iig). She also tags MobiCom
Official, which is the cell phone service provider she is using. By using the terminology
associated with the phone along with Mongolian, she seems to be reaching out to a Mongolian
speaking audience who is familiar with the configuration of the iphone on MobiCom, and by
tagging MobiCom Official, she is specifically reaching out to someone who manages that page
to provide an answer. The English words and abbreviations would be recognizable to her
audience in this particular context. Through her language choices and tagging practices, she is
addressing a specific audience who may be able to help her with her request. In this way, Amy is
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able to convert her social capital into capital she can use to meet a physical goal – connecting to
the Internet on her cellular phone.
This mobilization request also serves to allow Amy to accumulate social capital from
both strong and weak ties indirectly as she presents herself as a particular kind of person within
her network. Through this mobilization request, in which she is actively reaching out to those in
her network to respond, Amy indicates that she is the owner of an iphone S3, which suggests that
she has a certain amount of economic capital and positions her as someone who is capable of
using new technologies and connected to others who are familiar with this technology. In this
way, she indirectly presents herself as someone with privilege and prestige and indirectly calls
on others to confirm this identity statement through their response or acknowledgement.
Furthermore, Ellison, Gray, et al. (2014) suggest that those who post mobilization requests may
feel obligated “to reciprocate in the future,” (p. 1116) as well as engage with the responders in
the comment section, which can help to build the relationship between the poster and the
responders, supporting bridging social capital.
Involvement in Groups on Facebook also serves to increase the perceived bridging social
capital of the participants. The “Groups” feature on Facebook allows individuals to form groups
with particular people, often based on offline affiliations, such as classmates or coworkers, and
Groups provide “dedicated spaces where you can share updates, photos or documents and
message other group members” (Facebook, “What are,” 2016). Groups can choose from various
privacy options, but most groups are public, meaning that anyone can join, and details about the
group are visible to anyone on Facebook. Groups provide opportunities for members to interact
with others with whom they are not Facebook “friends” and who they may not know offline.
Membership in Groups provides opportunities to develop bridging social capital as the users
acquire access to previously unavailable resources. For example, Alice is a member of a Group
titled “On Sale,” which has over 87,000 members who post items for sale. By being a member of
this group, Alice could receive updates from other members about new items for sale in
Ulaanbaatar. Brooke is a member of Group titled “Polaris Art Group,” which is a Group whose
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members share information about various kinds of art, primarily in Mongolian. By being a
member of this group, Brooke can receive updates from other members in her Newsfeed about
art that she might not otherwise have found. These examples show how connecting with others
outside of their network of “Friends” through Groups can provide opportunities to access
otherwise inaccessible resources.
Membership in Groups based on offline connections also provide opportunities to
develop bridging social capital. For example, Ray is a member of a Group titled “Basketball
League” whose focus is to create a basketball tournament at the American University in Bulgaria
(AUBG). Ray joined the Group when he was a student at AUBG and engaged with others who
liked to play basketball at the university on the site. By participating in this Group, Ray was able
to learn about and sign up for the tournament, find others with whom he could practice and play
basketball unofficially, and engage in conversations dedicated to finding time and space on
campus to play basketball. Amy belongs to a Group titled “MIU (smiley face emoticon)” which
is a group for students of Mongolian International University. By belonging to this Group, Amy
is able to connect with classmates and other MIU students who may be able to share valuable
resources through their posts, such as information about apartments near campus for rent,
upcoming student events, and scholarship and employment opportunities. Furthermore, this
Group allows for students to share feelings about being a student, such as the stress of exams.
This kind of commiseration may allow for some stress relief during these intense times.
Moreover, these kinds of Groups require more interaction among its members, since they’re
smaller and based on offline connections, which often leads to more social grooming behaviors
that support bridging social capital and helps to maintain “community cultural wealth” (Yosso,
2005).
Membership in most of these Groups requires the participants to utilize their translingual
competencies in order to accumulate bridging social capital. For example, the MIU Group to
which Amy belongs features posts in both Mongolian and English as well as posts that are codemeshed. In order to access the information in all of the posts, a user should be competent in both
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Mongolian and English. Furthermore, when posting in these Groups or commenting on a post,
the participant must think carefully about the language preferences and competencies of the other
members of the Group in order to communicate and access the shared resources of the Group.
4.3.4 Cross-Cultural Social Capital
The participants in this study also benefit, both directly and indirectly, from cross-cultural
social capital (CCSC) (Jiang and de Bruijn, 2014). While some of these relationships are based
on strong ties, such as close friendships developed during study abroad, others are based on weak
ties, formed during short periods of co-location, such as a shared university class or travel
experience. Jiang and de Bruijn (2014) found that cross-cultural interaction on Facebook served
to support both bonding and bridging social capital. The participants in this study are able to
convert their CCSC into benefits such as access to information they cannot obtain easily within
their local network, advice based on different perspectives, and access to other valuable
connections their foreign friends may have. Additional benefits include increased awareness of
other cultures and ideas, access to popular culture items from different cultures, and “a feeling
that everyone in the world is connected,” (Jiang and de Bruijn, 2014).
The development and maintenance of cross-cultural social capital often depends upon the
utilization of translingual competencies, since those in the network often speak other languages.
For the participants in this study, English language resources are particularly useful for
developing and maintaining CCSC and accessing the resources associated with these
connections. Many of the non-Mongolian connections the participants have were formed in
offline contexts that functioned in or focused on the English language. For example, Ray has
several international friends who he met during his year studying abroad at AUBG, while Amy
has international friends she met while studying at Mongolian International University and while
attending the SUSI program in the United States. In these cases, the international students
communicate with one another in English while attending a school or program that is also
conducted in English. In other cases, the participants use English with other international
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students while learning a third language, such as Brooke learning Japanese in Japan or Holly
learning Chinese in China.
The participants also mention using English to access information their international
friends can provide. For example, Ray indicates that he can ask his foreign friends about
basketball scores, and Amy mentions that she is able to get news from other parts of the world
from her international friends on Facebook, since these news items are “actually more spread on
Facebook” than television (Interview). Furthermore, Ray points out that interactions with others
on Facebook can contribute to learning and critical thinking: “you also develop the way you
think and you can learn a lot from what other people are saying” (Interview). Friends from
different cultural backgrounds can offer new perspectives that can help the participant to think
more deeply and differently about a topic.
In the case of all five participants, their relationship with me was formed as part of their
experience with the English Access Microscholarship Program. As an American English speaker
and their former teacher, I represent valuable cross-cultural social capital. Over the past five
years, I have maintained contact with the participants through Facebook and have provided them
with advice about applying for universities abroad, information and advice about scholarship
applications, revision help with their writing, and encouragement as they pursue their academic,
professional, and personal goals. Of course, the participants also provide me with cross-cultural
social capital, not only because they agreed to serve as participants for this study, but also
because they help me maintain a connection with Mongolia while no longer living there. Both
the participants and I benefit from the exchange of information and alternative viewpoints
expressed through our interactions with one another. We also benefit from “a feeling that
everyone in the world is connected,” (Jiang and de Bruijn, 2014) as we connect with one another
across vast time and space differences. As Ray points out in our interview: “I don’t know when
we met last time, like face to face, and now I feel like I’m sitting next to you and just, like, it’s
fun” (Interview).
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The relationships that the participants have formed with people from different cultures
have served to affect their worldview and understanding of themselves. By maintaining these
relationships on Facebook, the participants are able to continue growing transculturally, as they
learn about events happening in other parts of the world, consider new perspectives, and share
their own stories with others. The development and maintenance of this cross-cultural capital is
supported by the participants’ translingual practices, as they interact with others using a variety
of linguistic resources in their expanding repertoires.
4.3.5 Dealing with Context Collapse Through Translingual Practices
Oftentimes, the participants direct a particular post toward a specific friend or group of
friends by using resources primarily from one language, as discussed in some of the examples
above. However, they also utilize other translingual practices when sharing a post with a broad
and linguistically diverse audience. One strategy they use is composing a message in one
language, translating it into another language, and including both in the post. For example,
Facebook reminds users of friends’ birthdays, and it is quite common to receive “Happy
Birthday” wishes from Facebook “friends” from all contexts within the network. While posting
the “Happy Birthday” message is considered a form of social grooming (Ellison, Vitak et al.,
2014), the user whose birthday it is also engages in social grooming by acknowledging the
birthday wishes from friends. Oftentimes, this is done through a general post thanking all wellwishers for their messages. When the network includes a linguistically diverse group, the best
way to accomplish this is by preparing a thank you message in two or more languages, as Ray
does in Mongolian and English:
Төрсөн өдрийн мэнд хүргэсэн хүмүүсд бүгдэнд нь баярлалаа.
Thanks all for the sweet birthday wishes! (Ray, post, November 1, 2013).
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The Mongolian allows him to thank his friends who understand Mongolian and posted their
Happy Birthday wish in this language, while the English helps to reach a wide variety of
language users, since many in his network speak this as a first or second language.
Amy uses this strategy to seek information from a portion of her network in the following
passage, written in both Mongolian and English:
Өвөл ажилладаг аялал жуулчлалын компаниуд мэдэх хүн байвал хэлж өгөөч?
Does anyone knows a tour company that still works in the winter time? (Amy, post,
February 4, 2014).
Here, Amy is seeking information from her network regarding tour companies that might be
hiring. Since most tour companies in Mongolia prefer to hire individuals who have English
language skills, by posting in both Mongolian and English, she is likely to connect with friends
who would know of such opportunities, perhaps because they work for a tour company
themselves. This allows her to tap into the resources her multilingual friends may have access to.
Other times, the participants write two slightly different messages in two different
languages in the same post on a particular topic. For example, Brooke posts the following status
update for International Women’s Day:
[confused_rev emoticon] yu ve emegteichuudiin bayar yum bna shuude tag martchij
[tongue emoticon] buh emegteichuudde olon ulsiin emegteichuudiin bayriin mend
hurgeyyy!!!! Bas hairtai buh emegteichuudde mend hurgej bna!!!
･゜ﾟ･*:.｡..｡.:*･'(*ﾟ▽ﾟ*)'･*:.｡. .｡.:*･゜ﾟ･
Happy international women's day!!! （≧∇≦）absolutely forgot this day.. ;P
Wishing you a day as beautiful as you are!!! ;D ;***
(Translation of the Mongolian: Omg, it's International Women's Day already! Happy
Women's Day to all of my female friends! Happy Women’s Day to my lovely ladies!)
(Brooke, post, March 7, 2014).
In this post, slight differences between the two messages may be used to appeal to different
audiences. Both messages include a number of exclamation points and emoticons, which serve to
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appeal to an audience of young women, and the Asian style emoticons (kaomoji) are designed to
appeal to young Asian women, especially Japanese, who value “cuteness.” Brooke chose not to
translate the message exactly, arguing that “every language has its own way of expressing”
(Personal Communication, January 21, 2016). By not translating exactly, Brooke felt that she
was expressing her feelings and reaching different members of her network more effectively.
In other cases, the participant composes part of a message for one section of the audience
and part of the message for another section of the audience. For example, Alice posts the
following regarding an exercise she participated in with the student organization AIESEC:
Got my sugarcubes finally, so much exciting words in every cube.
Thanks for everyone who wrote for me :> Doubtlessly every inch of AIESEC is really
making me feel part of it.
Btw: Chmg martahgui e Mary, dahij gantsardahgui Tara cuz I got ya crazy shorty,
minii unshsan zuilsig zuvhun bichsen humus n l medj bga :>
(Translation of the Mongolian: I won’t forget you, Mary, I won’t feel lonely again Tara
cuz I got ya crazy shorty, only the people in this post understand what I mean :>) (Alice,
post, July 1, 2014, friends’ names changed to protect their identities)
In this post, Alice thanks her AIESEC friends for their contributions to her sugar cubes (an
exercise in which people share kind words about each other). This part of the message is
composed in English, which is appropriate because all AIESEC events and activities are
conducted in English; furthermore, as mentioned earlier, the participants often feel more
comfortable expressing gratitude in English rather than Mongolian. The second part of the
message is directed to two individuals in particular, and these individuals are tagged. Here, Alice
switches to Romanized Mongolian to connect with one person (Mary) and then a mix of
Romanized Mongolian and English slang to connect with the other (Tara). These more personal
messages use Mongolian and English slang to contrast with the English of the general message
and suggest private understandings between Alice and the friends tagged. She further expresses
this by pointing out that only those tagged in the post will fully understand her meaning. In this
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way, Alice is able to communicate with specific individuals and a larger subset of her network in
the same post, thus effectively building both bonding and bridging social capital.
In the photos from his trips that he shares on Facebook, Ray also attempts to
communicate with a collapsed audience that includes the tourists he has guided as well as his
Mongolian friends. He will often post a group or album of photos from the trip with a message
introducing them and a title in English; then, he will provide descriptions in Mongolian on the
individual images within the group or album. He says that this strategy allows the tourists to
know what the images are while also allowing his Mongolian friends to learn about his trip.
While the main intended audience may be the tourists, many of whom are tagged in the images,
Ray is also aware that other Mongolians are interested in his trips and experiences in different
parts of Mongolia, especially since most of these friends are city dwellers. By using both English
and Mongolian to caption and describe the images, Ray is able to share more information from
his trips with a larger subset of his network.
4.4

SOCIAL CAPITAL AND IDENTITY PERFORMANCE ON FACEBOOK
Facebook supports the development and maintenance of both individual and group

relationships that may result in direct and material benefits to the user, such as access to valuable
information including job opportunities and financial resources; however, it also supports more
indirect forms of social capital, such as perceived prestige and popularity, through display of
these relationships and group memberships to all in the individual’s network. In fact, the
visibility of the network is an essential component of a social networking site (SNS) (boyd and
Ellison, 2008, p. 211). Bourdieu (1986) indicates that “the volume of the social capital possessed
by a given agent thus depends on the size of the network of connections he can effectively
mobilize and on the volume of capital (economic, cultural or symbolic) possessed in his own
right by each of those to whom he is connected” (para. 20). Donath and boyd (2004) suggest that
people draw conclusions about one another based on the connections displayed on SNS. By
displaying connections to those with high levels of capital – economic, cultural, symbolic – on
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SNS, individuals can create the impression that they also possess this kind of capital (Donath and
boyd, 2004). Furthermore, these connections can serve to verify the identity statement made by
the user in his or her profile (Donath and boyd, 2004).
The sheer number of connections displayed, however, does not seem to increase social
capital (Donath and boyd, 2004; Scott, 2014). As Bourdieu (1986) points out, the individual must
be able to mobilize those in the network. Scott (2014) suggests that popularity on SNS cannot be
determined by number of connections alone, and in his study, he includes photo tags and wall
posts written by friends as criteria. These factors demonstrate that the user has not merely
collected connections but has actually interacted with these connections in more meaningful
ways. As individuals seek to increase their social networks and build social capital, then,
impression management through the display of connections plays a vital role. For example, Scott
(2014) found that Facebook users who were considered popular were also considered “more
socially and physically attractive, extroverted and approachable than unpopular targets” (p. 358).
Such impressions could help users to build their social capital online, which could ultimately
manifest in the accumulation of other types of capital both on and offline, particularly since
Facebook networks tend to consist of connections individuals also have offline (boyd and
Ellison, 2008; Cunliffe et al., 2013; Donath and boyd, 2004; Ellison et al., 2007; Mallan et al.,
2010). Thus, building and maintaining relationships and group membership is essential to the
accumulation of social capital, and this work is increasingly performed online on SNS such as
Facebook.
Furthermore, the strategies used to acquire and maintain social capital are a significant
factor in identity performance. Identity is always constructed in relation to others, through
discourse (Foucault, 1972), but also, significantly, through appearance (Stone, 1981). Stone
(1981) argues that “identity establishes what and where a person is in social terms. It is not a
substitute word for ‘self.’ Instead, when one has identity, he [sic] is situated – that is, cast in the
shape of a social object by the acknowledgement of his participation or membership in social
relations” (p. 188). For Stone (1981), identity is a negotiation between the self and others:
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“One’s identity is established when others place him as a social object by assigning him the same
words of identity that he appropriates for himself or announces” (p. 188). The role of others in
identity formation is closely related to the Aristotelian concept of ethos, according to Miller
(2001), who argues that “our interpretation of character is more than our knowledge of
someone’s prior reputation; it is also, importantly, a response to the ongoing performance itself,
made on the fly, in the course of interaction” (p. 75). Audience, then, plays a vital role in identity
performance as individuals work to establish their ethos as a certain kind of person within their
social networks, and in the process, confirm, maintain, or alter their own sense of self (Stone,
1981).
Each of the participants occupies multiple roles – family member, university student,
neighborhood friend – and on Facebook, they connect with others who also occupy this role and
confirm the role occupancy of the participant. Walker and Lynn (2013) found that “a role
identity becomes more salient as role-based others (RBOs) become more tightly woven into an
individual’s social fabric” (p. 151). The researchers argue that the embeddedness or “breadth of
access a role-based group has to the rest of an individual’s network” contribute to the salience of
an individual’s identity (Walker and Lynn, 2013, p. 151). This is because the co-presence of
RBOs and non-role-based-others (NRBOs) in a social encounter encourages role-based identity
performance, where the individual works to “convince NRBOs of his or her legitimacy as a roleoccupant” and the RBOs and NRBOs must both verify the individual’s role-based identity
(Walker and Lynn, 2013, p. 158). As this occurs, the individual’s role-based identity becomes
sedimented. This research has implications for Facebook, where context collapse predicts that
RBOs will have access to the rest of a user’s social network and where both RBOs and NRBOs
will be co-present during identity performance. For example, if a participant creates a post
related to their role as a university student, and this post is commented on and liked by other
university students with whom they are connected, others in the network, through their
observation of these encounters, will verify the identity performance, contributing to the saliency
of the role-based identity. For the participants in this study, announced role-based identities as
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members of groups of internationals and as English speakers are verified through interactions
with both RBOs and NRBOs on Facebook.
All of the participants have relationships with individuals from different cultural
backgrounds, particularly internationals. Most of these relationships were formed through study
abroad experiences, involvement in programs such as SUSI or AIESEC, travel, or work
experiences. By displaying these relationships, the participants are performing identities as
globally connected, “worldly” individuals who have access to valuable “cross-cultural social
capital” (Jiang and de Bruijn, 2014). Interactions with these individuals that are visible to the
entire network serve to highlight the intercultural experiences the participant has shared with
these friends while also demonstrating their open-mindedness, cultural awareness, and access to
resources outside of their local network. Through these interactions and performances on
Facebook, these aspects of their identities become more sedimented while the relationships
themselves become stronger, possibly leading to increased opportunities for intercultural
communication, collaboration, and experiences.
The participants tend to see intercultural experiences as important to personal and
professional growth. They see these experiences as providing new perspectives and ways of
thinking that can enhance their lives and contribute to a more nuanced understanding of
themselves and the world they live in. Alice, for example, who at the time of the study had never
travelled abroad, felt that she was missing out on a very formative experience. She feels that
exchange programs, like the AIESEC one she organizes, can provide “the opportunity to see life
in other ways” (Interview). Interestingly, when asked what being Mongolian meant to her, she
replied: “I can just answer this question as a girl who haven’t been abroad before” (Interview).
This shows that Alice believes that experiences abroad would serve to inform her understanding
of her nationality and cultural experiences, perhaps changing the way she views herself in
relation to others.
Amy’s experience with the SUSI program in the United States provided her with a unique
opportunity to engage in meaningful interactions with other young women leaders from around
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the world, an experience that Amy describes as transformative. Upon returning to Mongolia
following this experience, she writes:
“Study of the U.S. Institutes. This program gave me truly amazing experience that
would change my life into the better and the best, friends who always support,
make me feel inspired and love me like a family, knowledge and ideas that would
help me to make change, strength and confidence and tons of energy, laughter and
memories . . . Now I am home with all these things to put them into action and
implement the ideas I found while I was studying at KU” (Amy, post, August,
2014).
It is clear in this description that Amy feels that this experience, which she connects more to her
interactions with the other women than to the fact that program was held in the United States, has
broadened her perspectives and inspired her to act on her ideas now that she is back in Mongolia.
The valuable cross-cultural social capital that Amy gained during this experience has changed
the way she views women’s issues in the world and in Mongolia and has encouraged her to take
action in a way she may not have without this experience. Her continued interactions with these
women on Facebook allows them to continue to encourage and inspire each other as they work
on global problems together.
By displaying these connections and interactions on Facebook, Amy is also identifying
herself as a SUSI graduate, the recipient of a prestigious scholarship opportunity, and someone
who may be able to provide advice to others about how to accomplish similar goals. For
example, when a student from a later Access cohort expressed interest to me about applying for
the SUSI program, I referred her to Amy for advice and information. In this way, Amy
represents valuable resources for other young Mongolians interested in scholarship opportunities
abroad. As others comment on her posts or reach out to her for advice regarding the SUSI
program, international travel, or applying for scholarships, they corroborate her identity
announcement.
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Another identity that the participants perform or “announce” that is corroborated through
their interactions with others is that of an English speaker. By using English on social
networking sites like Facebook, the participants announce themselves as English speakers.
Furthermore, by interacting with other English speakers on Facebook, the participants display
these connections to all in their network, essentially demonstrating that they can be considered
part of this privileged group of language users. When others respond to them in English, or
otherwise identify them as English speakers, this identity is reinforced by those in their network.
Ray describes it this way:
“Usually because when I was younger, I really wanted to learn English, so it
helped me kind of just to post in English and try to practice a little bit maybe. It
felt good too, also, because you know you’re using English on social medias and
if somebody understands it, that’s a pretty good compliment and encouragement
to do more, because yeah, really if you don’t know English, then you can’t post
anything. But this means you know something, you’re sharing it in English with
other people” (Interview).
In this passage, Ray explains how using English and getting responses from others that indicate
understanding encourages him to keep doing it, to keep practicing and using English in this
environment. This, in turn, leads to greater confidence in his English language abilities and more
practice using the English language resources in his repertoire, which works to sediment his
identity as an English speaker.
Performing identities as English speakers allows the participants to be recognized among
those in their network as having access to a privileged language. This can serve to elevate their
status, as they are viewed as valuable members of the network who have much to offer. For
instance, several of the participants explain how others in their networks seek them out for help
with translation, information from English sources, and advice. For example, Ray describes the
way his knowledge of English and his international connections can help him to be a valuable
resource for his Mongolian friends: “a lot of my friends, they like to be updated with NBA
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games and videos . . . and broadcasting is a bit slower and they don’t have that much time
watching TV, but you can just go online and write some kind of English text and you can ask
from your foreign friend, or you can just go to nba.com and just, like okay, they won”
(Interview). In this way, Ray uses his English language knowledge to collect information from
others in his network and then share that with his Mongolian speaking friends.
Being identified by others as an English speaker can also help the participants to access
resources that those in their networks can connect them to. For example, they could be notified
about jobs that require English language knowledge, opportunities for travel or study abroad, or
other English-speaking individuals who could provide them with these kinds of resources. For
example, in the following post, Amy offers her services as a Mongolian-English translator for a
fee:
Англи хэл дээр аман болон бичгийн орчуулга хийнэ. Орчуулах материалаас
шалтгаалж хөлсийг тохирно. /Facebook Message-ээр холбогдоно уу./
(Translation: I will do spoken and written translations in English. I'll agree on the
price depending on the material. /Please PM me/) (Amy, post, December 19,
2013).
By writing this in Mongolian, she is able to reach out to those in her network who may need
these services themselves or be able to connect her with others who need translation. By
responding to her request with a job or a lead, others are confirming her identity as an English
speaker, and she is able to convert her social and linguistic capital into economic capital.
The participants also display group memberships on Facebook that form part of their
identity statements. Membership in both public and closed Groups is displayed on a user’s
profile and thus serves to show their group affiliations, in some cases providing a key component
of their identity statement. Of course, higher levels of involvement with a group work to
demonstrate closer identification with the values, resources, beliefs of the group, and
membership in more exclusive or prestigious groups may function to increase the prestige of the
member. For example, all participants are members of some broad-based groups, such as those
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based around interests or businesses that contribute only minimally to the impression others may
form of them. However, others are active members of more exclusive groups such as “AIESIC
Mongolia Exchange Participants” (Alice), which contributes more significantly to the
participant’s identity performance on Facebook. In addition to displayed membership in
Facebook Groups, the participants also refer to groups to which they belong that may not have a
Facebook Group component, such as ACCESS and AIESEC, and also unofficial groups such as
those composed of students from the same language-learning class. By displaying these group
memberships, the participants are announcing particular identities and demonstrating that,
through their membership and interactions with those in the group, others corroborate these
announcements.
Through their translingual practices on Facebook, the participants are developing and
maintaining bonding and bridging social capital through interaction with those in their network
while also developing cosmopolitan dispositions. Canagarajah (2013) argues that the dispositions
and competencies translinguals develop and practice contribute to what he terms “dialogical
cosmopolitanism,” which he defines this way: “[It] is interactive and negotiated. It is not given,
but is achieved in situated interactions. It is based on mutual collaboration, with an acceptance of
everyone’s difference. It enables self-awareness and self-criticism, as communities don’t just
maintain their difference and identity but further develop their cooperative dispositions and
values” (p. 196). The translingual practices that the participants engage in on Facebook allow
them to negotiate meaning with those with whom they interact, to learn from those in their
network and experience new perspectives, to understand themselves and their place in the world
more deeply, and to grow.
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Chapter 5: Popular Culture & Identity Performance
Pennycook (2007) argues that “it is hard to see how we can proceed with any study of
language, culture, globalization and engagement without dealing comprehensively with popular
culture” (p. 81). Yet, discussions across disciplines regarding popular culture have often focused
on assumptions regarding the homogenization of culture as a negative product of globalization.
Such arguments usually concentrate on the power of global media networks that not only
circulate popular culture items but also impose what Machin and Van Leeuwen (2010) term
“lifestyle identities.” For Machin and Van Leeuwen (2010), people living in the globalized world
“are defined, and define themselves, not in terms of what they ‘are’ but in terms of what they
‘do,’ especially with regard to leisure activities, ‘attitudes,’ and the commodities they purchase
or desire” (p. 627), and these lifestyle identities are distributed by “global media corporations”
(p. 625). The authors further suggest that individuals have very little agency in defining their
own identity in the face of these “socially constructed and imposed models of identity” (Machin
and Van Leeuwen, 2010, p. 641). Similarly, Perkins and Thorns (2012) argue that “the rise of a
global media which has created a trend towards a more homogenized popular cultural
experience” has served to transmit “the same information and values across national
boundaries,” thus changing how people across the world understand and relate to culture (p. 37).
And, because the most powerful media have tended to be Western, or even specifically
American, there is a pervasive fear that the ability of cultural items to circulate globally has led
to a Westernization of culture.
Indeed, many studies show that young people across the globe are influenced by popular
culture produced in the West and are even actively “pursuing a Western identity and style based
on what they have learned through the media” (Jensen and Arnett, 2012; Sharma 2012). In
Mongolia, Schwarz (2006a) notes that young people are in the habit of “labeling certain cultural
trends as ‘Western’ because . . . it presumably conveys a certain degree of prestige,” even if
these trends originated in the non-Western world (p. 7). Yet, despite the undeniable influence of
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Western originating popular culture, particularly on youth, many studies show that “transnational
popular culture is not a totalizing force that overwhelms the local” (Williams and Zenger, 2012,
p. 8). Furthermore, popular culture items, even those from the West, are not simply circulated
and consumed but also interacted with, changed, and recontextualized for local use and
(re)dissemination.
As Pennycook (2013) points out, “although certain hubs of cultural production remain
highly influential . . . the flows of popular culture are not simply from center to periphery, but
rather operate in more dynamic circuits of influence” (p. 593). Appadurai (1996) also argues that
the United States is “only one node of a complex transnational” mediascape (p. 31). Both
theorists view globalization as a complex of transcultural flows that defy the simple explanations
of cultural domination by a small number of nation-states. While Machin and Van Leeuwan
(2010) argue that the global media imposes constrained identity choices that strip individuals of
agency in constructing their own identity, Pennycook (2007, 2010, 2013) and Appadurai (1996)
see the proliferation of identity choices offered by the media as adding to an individual’s
imaginary of possibilities. In this view, popular culture becomes “a crucial site of identity and
desire,” rather than a limiting and coercive force of Western capitalism (Pennycook, 2007, p.
81).
Appadurai (1996) argues that “there is growing evidence that the consumption of the
mass media throughout the world often provokes resistance, irony, selectivity, and, in general,
agency” (p. 7, italics in original). He suggests that the mediascapes of the globalizing world offer
young people, in particular, “counternodes of identity that [they] can project against parental
wishes or desires” (p. 45). In this way, globally circulating media can expand the identity options
for people who otherwise may be constrained by the options traditionally available to them
culturally: “ordinary lives today are more often powered not by the givenness of things but by
the possibilities that the media (either directly or indirectly) suggest are available” (Appadurai,
1996, p. 55). Yet, individuals do not passively accept these globally mediated identities but
rather reimagine them in order to meet their own, particular identity needs.
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Certainly, mass popular culture produced in the West circulates easily in the capitalist
global economy, and its wide-scale proliferation along with its center-periphery trajectory can be
seen as threatening local cultures, particularly in the developing world (Williams, 2012).
However, as Williams (2012) points out, “the transnational relationships between industrial
popular culture producers and audiences in other cultures have never been simple or one sided”
(p. 21). What a number of studies, especially those that focus on the way popular culture
circulates on the Internet, are beginning to show is that rather than acting as passive receivers of
Western produced cultural items, and thus the values and identities that attend to these items,
individuals are engaging with these items in transformative ways (Androutsoupolous, 2010;
Pennycook, 2007; Sharma, 2012; Sharma and Sharma, 2012; Williams, 2012). The Internet has
opened up possibilities for what Williams and Zenger (2012) call “participatory popular culture.”
As Williams (2012) explains, paying attention to the ways that popular culture creates
participatory possibilities requires seeing “popular culture content as ‘texts’ that people read and
write about, and write with” (p. 24). Or, as Hawisher, Selfe, Guo, and Liu (2006) point out,
“computer networks increasingly serve as sites within which people from around the world
design and redesign their lives through literacy practices” (p. 619). As individuals engage with
multimodal popular culture “texts” then, they engage in identity work through literacy practices
online.
Increasingly, those popular culture texts, literacy practices, and identity performances
engage English(es). Pennycook (2013) argues that popular culture attracts people to “major
languages” so that they can “gain better access to such films, music, or online environments (p.
592). According to Block (2004), English “is the language of global consumerism and the
celebrity culture, emanating from Hollywood and the music and fashion worlds, which are taking
hold in more and more contexts around the world” (p. 106), and so people are gravitating
towards English in order to participate in these cultural flows. For example, for people in
Pakistan, Rahman (2007) points out, “movies in English are popular even among people who do
not understand English very well because they cater to tastes to which other kinds of movies do
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not” (p. 229). However, increased levels of English language knowledge also provide access to
deeper levels of engagement with popular culture items. As Sharma (2012) points out, the ability
of the Nepali students in his study “to communicate in English provides them with access to
much wider and diverse social and cultural spaces than would be possible if they were competent
only in Nepali” (p.492). Such access opens up new possibilities for “new cultural and linguistic
relations and for new possible modes of identity” (Pennycook, 2013, p. 592).
As Williams (2012) points out, for young people performing identities online,
“encounters with language and culture are often going to be filtered and shaped by the rhetorics
and discourses of popular culture” (p. 29). Popular culture, then, “provides the rhetorical,
linguistic, and semiotic building blocks through which [these individuals] engage in crosscultural discourse” (Williams, 2012, p. 30). And, such discourse, because it utilizes the linguistic,
visual, and rhetorical resources available in the repertoires of those engaging in it transculturally,
is often multilingual and multimodal. Furthermore, such discourse with popular culture items
does more than merely circulate them beyond their linguistic origins but often involves “take-up,
appropriation, change and refashioning” (Pennycook, 2007, p. 6). Online, particularly on sites
such as Facebook or YouTube, such refashioning takes many forms. Popular culture, then,
provides compelling opportunities for individuals to engage with language practices across
modes in order to perform transcultural identities and communicate with others across borders.
5.1

MEDIA, CULTURE, AND IMAGINATION
Appadurai (1996) argues that mediascapes provide material from which “scripts can be

formed of imagined lives” that can “help to constitute narratives of the Other and protonarratives
of possible lives, fantasies that could become prolegomena to the desire for acquisition and
movement” (p. 36). Since “identity is always already an ideal, what we would like to be, not
what we are” (Frith, 1996, p. 123), these scripts for possible lives can figure prominently in the
identity performances of individuals in a variety of local contexts, contexts which are often
materially very different from the ones imagined. Perkins and Thorns (2012) argue that the
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global spread of electronic media has created an “increase in slippage between the real world and
the imagined world in the construction of everyday life” (p. 96). They contend that as “new ideas
and experiences were introduced [that] challenged taken-for-granted understandings about
human behavior, [these] undermined some people’s senses of place and blurred the distinction
between the material realities of everyday living and the depiction of fictional worlds” (p. 97).
The consequences of this blurring, however, depend upon how individuals choose to react to
these new ideas.
Williams (2012) suggests that the global flows of media in the 20th century were
dominated by the center-periphery model, in which cultural forms were exported from
industrialized countries in the West to developing countries, where people could consume but not
respond to them. This model of cultural production and consumption is problematic because it
could create instances where individuals are compelled to assimilate to powerful cultural forces
and ignore the value and importance of their local cultural contributions. Furthermore, it could
lead to the “[construction of] imagined worlds that are chimerical, aesthetic, even fantastic
objects, particularly if assessed by the criteria of some other perspective, some other imagined
world” (Appadurai, 1996, p. 35). Such fantastic objects, particularly when juxtaposed against
local material conditions that may be harsh, could easily lead to feelings of inadequacy,
disappointment, frustration, and even anger.
One possible reaction is what theorists of acculturation strategies (Berry 1990, 1997;
Jensen and Arnett 2012) would call “marginalization.” For those whose strategy is
marginalization, “the media ideals of Western life raise their expectations for their own lives to
unattainable levels, and these ideals eventually collide with the incompatibility between their
expectations and their real lives” (Jensen and Arnett, 2012, p. 482). This negative strategy
involves feeling “alienated from their local culture, but not truly part of the global culture”
(Jensen and Arnett, 2012, p. 482). Others may react to Western media influences with a
separation strategy (Berry, 1990, 1997; Jensen and Arnett, 2012), in which individuals find the
cultural items and ideals threatening to their local culture and identity and react by resisting
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through separation from those global influences (for more on acculturation strategies, see
Chapter 2). In both of these cases, the material conditions of one’s reality conflicts with the
imagined ideals and identities available through the global circulation of culture.
However, for many people around the world, particularly youth growing up in a world
marked by global forces, the negotiation of multiple cultural influences often involves strategies
of integration (Berry, 1990, 1997; Jensen and Arnett, 2012) in which they integrate elements of
both traditional, local cultures and the global cultures they encounter. While integration may
seem more likely a strategy for elite members of a local community, studies are showing that
with the increased access to mobile technologies, even those in marginalized or remote
communities are able to connect with cultural items and ideas from across the world and are
reacting by taking elements from these and integrating them into their identity performances
online. For example, Sharma and Sharma (2012) argue that “in spite of severely limiting material
conditions and extremely uneven distribution of resources, the increased access to the Internet
has connected Nepalese youth to global popular culture and thereby helped them redefine and
develop local cultures based on networking, while also allowing them to engage in cross-cultural
conversations” (p. 155). Thus, rather than using assimilation as an acculturative strategy (Berry,
1990, 1997; Jensen and Arnett, 2012), the Nepalese youth in their study are not only overcoming
material conditions in an effort to integrate the global popular culture with the local but also
using the global as a resource for transforming or “renewing” the local (Sharma and Sharma,
2012). Rather than simply consuming global media and assimilating to the values and identities
it promotes, then, these youth are “[interpreting] those cultures in ways that fit their local needs
and on the basis of their local political and cultural worldviews” (Sharma and Sharma, 2012, p.
158).
In this way, then, the cultural and identity options provided by globally circulating media
can be reasonably considered when confronted with choices for possible lives, regardless of
material conditions that seem to suggest otherwise. For example, in their study of global media
influence on identity, Machin and Van Leeuwen (2010) note that despite the economically
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disadvantaged and unstable material realities of four interviewees in Britain and Spain, the
women chose not to consider these factors “as part of ‘who they are’” but rather focused on the
positive ideals of self-confidence and independence that they encountered in globally circulating
popular culture items such as the TV show Sex and the City and the magazine Cosmopolitan (p.
627). Though Machin and Van Leeuwen (2010) saw this as evidence of the power of
commercially produced cultural material that dominates global capitalism to impose lifestyle
identities on individuals, it is possible to see these women’s responses as positive strategies of
integration, where they take up the globally circulating message of women’s empowerment.
Thus, with “the advent of new media and online technologies,” the imagined worlds
created by interaction with such cultural items “cannot be clearly defined as either empowering
or oppressive, but instead create spaces of contestation” (Williams, 2012, p. 23). When the
imagined worlds offered through globally circulating media differ from the material realities of
those engaging with them, then, the reactions and results are not uniform across populations or
individuals. However, what is clear is that globally circulating cultural forms are having an
impact on the way that individuals across the globe imagine their localities and local
circumstances, their possible lives both within and beyond the borders of the nation-states in
which they dwell, and their identities.
5.1.1 Popular Culture and Language in Participant Imagination
For the participants in this study, globally circulating popular culture items have always
been a part of their imagination. Growing up in the immediate aftermath of the collapse of
communism, the participants were exposed to cultural items originating from a variety of nodes
of transcultural flows, such as Russia, the U.S., and Japan. However, considering the nationstate’s dedication to developing democracy and joining the global capitalist economy and due to
the influence of foreign aid spearheaded by the U.S. in the country, particularly in the 1990s and
early 2000s (see Chapter 7), American cultural items were perhaps the most popular, the most
widely disseminated, and captured the imagination of the Mongolian youth most fully. Popular
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culture items from the United States, then, served as “sites of identity and desire” (Pennycook,
2007), and often fueled the participants’ interests in learning English, learning about American
culture, and eventually visiting and studying in the United States.
Popular Culture and Language in Holly’s Imagination
For Holly, popular culture and language have always been connected. When she was a
child and teenager, Holly had access to American television shows and often watched cartoons
from the Cartoon Network, Nickelodeon, and the Disney Channel. She argues that watching
these cartoons “pushed [her] to learn English and enjoy it” (Questionnaire). When asked what
inspired her to want to watch cartoons in English, she offers that she has always been “interested
and fascinated with American culture and American cartoons,” but that it was her love of
cartoons in general, and the quality of the American cartoons specifically, that drew her to them
(Interview). She credits watching cartoons in English as helping her to learn the language more
than her classes in school, and she also points out that many of her peers at the university have
claimed the same language learning experience. While American television has captured her
interest most fully and led to her desire to learn English, she also notes that she has learned some
common Korean phrases from watching popular Korean dramas on television. Because
Mongolian television offers programming in a variety of languages, viewers are exposed to
globally circulating popular culture items and languages through this medium. This exposure
often leads to interest in both the cultural items and the language in which they are displayed. For
Holly, this interest would lead to lifelong learning goals.
As her English language knowledge increased, she began to understand and appreciate
more English language popular culture items circulating in the Mongolian media, and this fueled
her interest in American culture and cultural items. Her participation in the Access program not
only helped her to improve her English language skills, but also to develop her interest in
American culture (for more on this, see Chapter 7). Because of her involvement with Access, she
began to branch out from cartoons to include American made movies, music, and books in her
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cultural consumption. Thus, as her interest in American made popular culture items increased, so
did her English language knowledge, which in turn led to a growth in her interest in American
popular culture items and development of her language proficiency. In this way, the interest in
American popular culture and the development of English language skills feed each other.
However, the same is not true of her experience with learning Chinese. Because her
interests in the Chinese language are not based on her enjoyment of and attachment to Chinese
made popular cultural items, but rather to her academic and professional goals only, she finds
learning Chinese more difficult. While the American made popular culture items fueled her
interest in English, Holly claims that trying to watch movies or television in Chinese is
frustrating and not fun. However, she hopes that when her Chinese language improves, she will
enjoy the cultural items more.
For Holly, popular culture items from another country, especially those in the original
language, can provide valuable cultural information. For example, Holly claims that she feels
“more natural expressing [her] feelings in English” (Questionnaire). When asked to discuss this
in more detail, Holly points out that in American films, people use phrases like “love ya” very
casually, like when they’re leaving the house. From this, she derived that Americans are more
comfortable using this kind of language and expressing their emotions to each other, while in
Mongolia, people tend to express their emotions less freely and less frequently. For this reason,
using phrases like this in Mongolian would “sound awkward,” and thus she chooses to express
these feelings, particularly in ordinary situations, in English (Questionnaire). By using English to
express her emotions, then, Holly is performing an identity as someone who is confident and
natural in her emotional expressions, someone who is more “American” in this sense than
“Mongolian.” The popular culture items, then, provide cultural information that adds to Holly’s
possibilities for identity performance.
However, for Holly, popular culture items can only paint part of the picture of the culture
they represent. She claims that her “imagination is limited by the movies I’ve watched or the
books I’ve read” (Questionnaire). To expand her cultural imagination, Holly believes that
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language learning is the key, so that she can engage in discourse with people from other cultures
and visit other countries. And, while she finds the United States to be the most intriguing, she is
interested in “learning as many languages as possible” so that she can experience a wide variety
of cultures. For Holly, access to other cultures also means that she gains knowledge and
perspectives that would otherwise be inaccessible to her. For example, in discussing her desire to
read books in their original language, she argues: “I believe that inner perception of that specific
author can be expressed the most perfectly in his or her native language since every culture is
undeniably unique and it is common that words with same meaning can represent slightly
different things while that slight difference can be the most crucial part” (Questionnaire). The
connection between language and cultural expression here, then, makes learning the language
essential for true understanding of the culture.
Furthermore, cultural items such as books, particularly those considered “popular,”
provide not only deeper access to a culture but also have the ability to communicate the values
and beliefs of that culture in an interesting way. Such popular culture items draw people to that
language and help them to expand their vocabulary. Holly recognizes this in books such as those
in the Twilight, Harry Potter, and Percy Jackson and the Olympians series. These books, and
their corresponding films, attract readers and viewers from all around the globe, including
Mongolian youth. Holly, like many of the other participants, note that as young people in
Mongolia are drawn toward these globally circulating popular culture items from the West and
consequently to the English language, they are drawn away from their own cultural forms and
are not learning their own language as well as they could if they were reading avidly in
Mongolian. However, rather than lamenting that this is the case and suggesting that young
people disregard the global popular culture, she instead argues that Mongolians should write
books like this in Mongolian, in order to attract young readers.
The narrative of Holly’s experience with popular culture and language helps to
demonstrate that “encounters with language and culture are often . . . filtered and shaped by the
rhetorics and discourses of popular culture” (Williams, 2012, p. 29). The possible lives she
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imagines have been partially created by the influence of globally circulating popular culture.
Furthermore, these possible lives are realized in her identity performances both online and off, as
she uses English phrases such as “love ya” while messaging with friends on Facebook or other
instant messaging (IM) services, posts quotes from books or movies on her Facebook page, reads
popular novels in English and imagines a time when similar books will be written in Mongolian,
and even applies for scholarships to study abroad.
Popular Culture and Imagination on Facebook
While Holly was the most explicit in her interview and questionnaire regarding the
influence popular culture has had on her language learning, future goals, and sense of self, other
participants also demonstrate their deep connections with globally circulating popular culture
items. Such popular culture items have become integrated into their imaginations, contributed to
their sense of self and the possible lives available to them.
For example, on New Year’s Eve, Brooke posts a link to a music video of Abba’s song
“Happy New Year.” She provides a comment on the link as well:
Can’t imagine this night without this song [smiley face emoticon]
Happy new year all!!! [kaomoji smiley face] (Brooke, post, January 1, 2014)
This comment (re)contextualizes the song as part of Brooke’s understanding and celebration of
the New Year’s holiday. While the New Year holiday is celebrated in Mongolia, as elsewhere,
this song from the Swedish pop music group contextualizes New Year’s in a particular way. The
song and video emphasize many Western New Year’s traditions, such as fireworks, champagne,
balloons and noisemakers, parties, etc., but it also focuses on themes of hope, friendship, and
feelings of worry about the future. All of these traditions and themes have made their way, via
popular culture, into the celebrations Mongolians hold for the New Year. By identifying with the
song and sharing it with her friends from Mongolia, Japan, and elsewhere, she is showing how
the aspects of the New Year holiday emphasized in this song have also entered into her own
imagination of it.
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In another example of how popular culture has entered the imaginations of participants,
Amy shares a link to a YouTube video titled “Top 60 Disney Songs Countdown” and comments:
“I miss my childhood [smiley face emoticon]” (Amy, post, January 19, 2014). Here, Amy’s
sharing of the link coupled with her comment show how the songs in the video were part of her
childhood memories, and how this video creates a sense of nostalgia for her. While Disney
productions can be seen as mass-produced, popular culture originating in the West that imposes
certain values, beliefs, and ideas on its audiences, Amy recontextualizes Disney cultural products
as part of her personal relationship to her own childhood. Listening to these songs now makes
Amy think about positive aspects of her childhood, indicated by the smiley face emoticon and
the decision to share the video and her comment with her Facebook network. Thus, while it may
be tempting to see large cultural exporters like Disney as negative influences on local cultures
worldwide, it’s important to look at individual responses to such cultural items. By doing so, we
recognize that these globally circulating popular culture items are taken up and recontextualized
in a variety of different ways, and, as they are, they become part of the cultural repertoire
available to individuals outside the original place of production and even help to create new
possibilities for life trajectories.
5.2

TASTE STATEMENTS AND LIKING BEHAVIOR
By engaging with popular culture items on their own and their friends’ Facebook pages,

users are able to perform identities in an implicit, rather than explicit way (Zhao et al., 2008).
While users can and do make explicit statements on their “About” page, Williams and Zenger
(2012) point out that “personal webspaces such as Facebook are filled with popular culture
images, links, and video as ways of performing identities rather than expository, written personal
statements” (p. 2, Introduction). Liu (2008) contends that social network profiles, such as those
on Facebook, serve as “taste statements” that allow users to “display their status and distinction
to an audience comprised of friends, co-workers, potential love interests, and the Web public” (p.
253). Similarly, Zhao et al. (2008) claim that Facebook users perform “identity statements” that
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are partially based on lists of cultural preferences offered by the social world they inhabit. For
many Facebook users, including the participants in this study, popular culture items, particularly
from the West, could serve as cultural capital (Bourdieu, 1984, 1986) in their online worlds. By
displaying a preference for popular culture items that come from the West and/or are expressed
in English, Facebook users are able to position themselves as part of a particular group with
elevated status within their social world. In doing so, they distinguish themselves from their
peers who do not have access to the same popular culture items, whether due to knowledge of the
English language or awareness and ability to obtain such experiences (for example,
understanding how to navigate the Web in order to download a film or song).
However, assembling lists of “likes” on Facebook is not necessarily a function of
obtaining true “cultural capital” in the Bourdieuian sense. Bourdieu (1986) argues that cultural
capital, in its embodied state, is acquired through effort and time, through “a process of
embodiment, incorporation, which insofar as it implies a labor of inculcation and assimilation,
costs time, time which must be invested personally by the investor” (para. 7). While knowledge
of English and the technical ability to seek out and obtain cultural items that ultimately generate
a list of “likes” may fit Bourdieu’s (1986) definition, the ease and availability of cultural items to
“like” on Facebook defy this definition, as anyone could simply click “like” on an item they see
their friends “liking” or that is introduced to them as an option generated by Facebook itself. By
creating sometimes long and elaborate lists of cultural preferences, users participate in
“enumerative cultural self-description,” which Zhao et al. (2008) argue is “a consumer/taste
identity, defined as much by what the market offers as by individual or character traits” (p. 18251826). Such an identity, then, does not necessarily make for a true expression of “cultural
capital” in the Bourdieuian sense.
Further complicating the notion that lists of “likes” contribute to the expression of
cultural capital on Facebook is the point that, for at least three of my participants, “liking” is not
something that they give a lot of conscious thought to. Moreover, as alluded to above, the
Facebook interface itself is closely aligned with popular culture items, actively engaging users
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with possibilities for “likes” built on their current likes. When building or managing a Facebook
profile, for example, entire sections dedicated to Music, Movies, Books, etc. offer opportunities
(or even imperatives) to “like” particular cultural items. Based on a user’s selections and those of
his or her “friends,” Facebook will then offer the user a collection of additional items that can
quickly be clicked on to “like.” This is how Alice developed much of her list of likes, pointing
out that “I don’t know why I, sometimes I don’t like what I ‘like’” (Interview). Similarly, Brooke
developed her lists when she was creating her Facebook page but states that “now I don’t really
care about that” (Interview). Amy also shows some lack of concern about what her list of “likes”
might say about her on Facebook, stating “for the movies, if I watch them, I like them.” These
self-descriptions of the “liking” process on Facebook complicate the notion that users are making
deliberate and conscious choices regarding their lists of “likes” in efforts to develop cultural
capital.
For Liu (2008), however, a taste statement is not necessarily an expression of “specific
interests; rather it is a statement about qualities of self” (p. 259). Thus, a taste statement is the
identity performance resulting from the sum total of the “likes” a user advertises on his or her
page. The image that the user intends based on the big picture provided by the selection of
“likes” is likely one that could be defined as a “hoped-for possible self” (Yurchisin et al., 2005)
or a “socially desirable [identity] an individual would like to establish and believes . . . can be
established given the right conditions” (Zhao et al., 2008, p. 1819). Thus, developing big picture
taste statements through the “liking” apparatus on Facebook can allow users to not only share a
list of cultural items designed to show themselves as a particular kind of person but to actually
perform these identities (in a Butlerian sense; see Chapter 2) in the process of self-making
online. For the participants, the development of identity statements based on lists of likes may
also be subconscious rather than arbitrary, as their self-descriptions of the process may suggest.
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5.2.1

Amy’s Taste Statement
With far more “likes” than the other participants in this study, Amy’s list includes, as of

June 5, 2015, 5,770 discrete liked items, including items categorized as Movies, TV Shows,
Music, Books, etc. that include headings on the “Likes” page. Many likes do not fit under the
headings provided by Facebook and include items in categories such as “Photographers,”
“Education,” and “Shopping and Retail.” The categories with the most likes, however, are
Movies with 543 likes and Music with 528 likes. While the majority of likes in the categories
with headings are popular culture items originating in the West, many in the other categories are
for Mongolian or Asian businesses, organizations, and products. This suggests that while popular
culture items may be “liked” by Facebook suggestion or because the items were engaged with
through official media channels (such as watching a purchased DVD or downloading a song
from iTunes) or even unofficial media (watching a bootlegged DVD or watching a music video
on YouTube), the more local items may have been “liked” at the suggestion of a friend on
Facebook or because a friend posted a link to the item.
When asked about her liking behavior on Facebook, Amy stated that “most of the things I
really like” (Interview). By using the word “most,” however, she leaves open the possibility that
her list of “likes” may not accurately reflect her true preferences. She also stated that “for the
movies, if I watch them, I like them,” which suggests that she may not actually like every movie
she watches but perhaps uses Facebook as a way to create a catalog of movies she has watched.
While each individual “liked” item, then, may not signal an accurate cultural preference, the
accumulation of such items into a taste statement can. While it may be difficult to see how such a
long and varied list of likes can adequately say anything meaningful about the individual’s
personal preferences, some general trends in the corpus can. Furthermore, when such a list is
linked to her daily posting behavior about popular culture items, a better picture of the kind of
image Amy is projecting with her liking behavior can be gained.
Looking at the heading category of Movies specifically, it is easy to notice that most of
the movies liked are predominantly produced in the United States and tend to be in the genres of
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romantic comedy, romantic drama, or cartoon/children’s. Furthermore, within the list, there are
several items that could be categorized under a particular franchise, such as the “Twilight” saga.
For example, not only are there official items (indicated by Facebook with a blue checkmark)
listed for each of the separate movies in this franchise, but there are also items with titles such as
“I Love the Twilight Saga,” “Edward&Bella <<the twilight saga>>,” and other unsanctioned or
fan community items available for liking. By connecting so thoroughly to a globally circulating
popular culture item, particularly one that has captured the imagination of young women in a
variety of local contexts, Amy is identifying herself as a “global teen” (Jensen and Arnett, 2012)
who participates in this collective imaginary.
Amy also identifies herself as an avid movie watcher, particularly of American made
films in English and displays this identity routinely in her Facebook status updates and posts.
While a list of likes can provide an audience with an overall sense of the individual’s cultural
tastes, it is unlikely that most followers would spend the time to comb through such a long list of
liked items. Furthermore, not only are the lists of likes not prominent on a person’s Facebook
profile page, but Facebook users rarely spend much time actively engaging with a particular
friend’s profile page. Instead, most users view their own newsfeed, where posts and updates
from followed friends appear. By posting about her movie watching behavior and preferences in
posts, Amy ensures that a wider audience will witness her liking behavior.
During her winter 2013-2014 break from university, for example, Amy posted numerous
status updates in the “What are you doing now?” theme: “Amy [movie clapboard emoji] was
watching [title of movie with hypertext link].” The status then generates an image from the
movie, along with the number of likes it has and the number of people talking about it on
Facebook. By sharing her movie watching behavior in this way, Amy is able to connect with
other friends who have seen or would like to see the movie and engage in conversations in the
“comments” surrounding the cultural item. Such conversations often include discussions of
opinions about the movie and suggestions from friends for other movies Amy might enjoy.
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Furthermore, it allows Amy to share her identity as a consumer of globally circulating popular
culture items and as someone with thoughts and opinions about such items.
The sheer accumulation of “likes” coupled with her daily posts and comments on popular
culture items also positions Amy as a kind of expert on these categories and as someone with
access to an abundance of such items, both through her language knowledge and through her
ability to acquire copies of these items. In order to view the movies, for example, she would
either need the income necessary to purchase the items (legitimate or bootlegged copies), the
proximity to available physical copies and the equipment to play them, the technological knowhow to download copies (legitimate or bootlegged), and/or the social capital necessary to obtain
copies or knowledge of how to obtain copies from others in her network. By sharing her viewing
behavior and opinions online, Amy also does much more than simply consume these items;
rather, she contributes to their global popularity and reception among others, further solidifying
their signification of global (female) teen identity.
5.2.2 Ray’s Taste Statement
Ray’s list of likes on Facebook is significantly smaller than Amy’s, with 170 total likes as
of June 5, 2015. While many of Ray’s likes are not categorized in headings, the heading with the
most likes is “Athletes” with 26 likes. The focus of Ray’s taste statement – in his lists of “likes,”
in his posts and status updates, and even in his profile and cover photos and self-authored profile
components – highlights his identification as a basketball player and as a National Basketball
Association (NBA) fan. While more explicit identity statements make this clear, such as the
phrase “I am a celtic” under the heading “About Ray” on his “About” profile page, the implicit
statements he makes through his lists of likes and his posting behavior serves to support the
explicit self-identification he makes on his profile page and create a stronger impression of his
interest in the sport and in the NBA for his audience.
Of the 26 likes under the heading “Athletes,” for example, all 26 are famous NBA
basketball players. Furthermore, other categories of likes include items affiliated with basketball
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and/or the NBA, such as the videogame NBA 2K, the sports website “I <3 Basketball,” and the
local clothing store “Jordan SHOP,” which sells American basketball sneakers. Furthermore, of
his daily posts and status updates, a large number include references to basketball or the NBA,
including YouTube clips from NBA games, “What are you doing now?” style posts with
“[basketball emoji] watching NBA on TNT,” scores of NBA games, and images of NBA players
downloaded from other sites with captions or words written on them, such as a picture of
Shaquille O’Neil with an inspirational phrase. Rarely, however, does Ray post about his own
basketball playing, although in his interview, he discusses his love of the game in detail.
By performing his identity as a basketball player and an NBA fan, Ray is also performing
his identity as an English Language Learner (ELL) and as a Mongolian English language
speaker. Ray compares learning English to learning how to play basketball: “You just have like a
YouTube video about good players, how do they shoot, what’s the best way to improve . . .
generally when you’re learning something, I think, you need to have your own way to do
something. But still you need someone like an assistant or a teacher to do it, like to help you, to
encourage you, to lead you to the right direction” (Interview). When Ray first became interested
in basketball, he searched for videos with Mongolian subtitles, but they were rare. He comments,
“But even without knowing the language, you can still look at the way they shoot, the way they
play, the way they practice, the way they make themself ready for the game. So at first, I wasn’t
really understanding that much of what they were saying . . . You could just feel or guess, but
when I got better with English, I was always watching NBA games and videos in English and I
still do” (Interview). While he could still understand much of the important points in the videos
without knowing the language, Ray suggests that knowing English helped him to enjoy and
appreciate the sport even more and thus contributed to his identity as an NBA fan and as a
basketball player.
Now that he feels more confident in his English language abilities, Ray also sees himself
as someone in a position to help others who are interested in basketball but do not speak English
to understand what is happening in the NBA and with basketball. For example, he indicates that
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“a lot of my friends, they like to be updated with NBA games and videos, who won . . . and
broadcasting is a bit slower and they don’t have that much time watching TV, but you can just go
online and write some kind of English text and you can ask from your foreign friend, or you can
just go to nba.com and just like, okay, they won” (Interview). In another instance, Ray points out
that he often uses Mongolian to comment on or caption a video in English that he is sharing in
order to help his Mongolian friends understand the contents; furthermore, he sees this as
necessary in order to be able to communicate and successfully share the item: “let’s say I found a
really good video about how to dribble, but it’s in English, so for some people, they don’t know
what it’s about, so you need to kind of name it or say some kind of comments on it, like ‘okay,
guys, this is a really good video for beginners to learn how to dribble’ and you should write it in
Mongolian because you want to share it for your friends who are Mongolian” (Interview).
Here, Ray is describing how his English language knowledge helps him to find
information that is valuable to him and to his friends who enjoy basketball but do not have their
own proficiency in English. In this way, Ray is able to position himself as a resource of
information for his friends who do not share the access he enjoys due to his language knowledge.
Furthermore, by promoting the NBA and sharing information about basketball on his Facebook
page, Ray is contributing to the global circulation of the sport and its teams and players, helping
to make it accessible to a wider audience.
5.3

VERNACULAR SPECTACLES
The participants in this study also use what Androutsopoulos (2010) calls “vernacular

spectacles,” or “multimedia content that is produced outside media institutions and uploaded,
displayed, and discussed on media-sharing websites” (p. 203) to perform their identities on
Facebook. Such spectacles play an important role in arguing against the idea that Western media
only imposes upon those in non-Western environments and demonstrates conversely that
individuals are engaging with globally circulating popular culture items in innovative ways.
Androutsopoulos (2010) argues that “spectacles provide new opportunities to engage with global
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media flows from a local perspective” (p. 203) and that such spectacles are “uploaded on mediasharing sites and often embedded in other web pages,” such as the profile pages of Facebook
users (p. 209). Furthermore, vernacular spectacles, as multimodal compositions, do not rely
solely on language, and are often intertexual and heteroglossic, lending themselves to a mix of
codes both within the spectacle and in comments on it (Androutsopoulos, 2010, p. 213-14).
Although the five participants in this study did not explicitly create their own spectacles
within the context of the study, they did post such vernacular spectacles created by others on
their Facebook pages and engage with them by offering commentary and opening up the space
for comments by their friends. Rather than only sharing and commenting on “legitimate” popular
culture items produced by the media industry, the choice to engage with and circulate vernacular
spectacles allows the participants to become part of a global conversation surrounding and
incorporating such items, to partially (re)produce these items in a local context.
For an extended example, I would like to draw on three spectacles surrounding the song
“Let It Go” from the Disney movie Frozen (2013) that Alice, Amy, and Brooke engaged with on
their Facebook Timelines. The movie, which earned $1.2 billion at the box office, has been
called “the number-one animated film of all time” (Kia-Keating and Uhls, 2015). According to
IFPI or the International Federation of the Phonographic Industry, the album for Frozen topped
the “Global Top 10 Albums” list for 2014, and “Let It Go” was the number 5 global digital
single for 2014 (IFPI, 2015). The song also produced a number of versions in other languages,
covers, and parodies that were uploaded onto social media sharing sites such as YouTube. The
popularity of the film and the song far exceeded the borders of the United States where it was
produced and originally released and clearly worked its way into the imaginations of audiences
all over the world, including Mongolia.
On April 28, 2014, Alice shared a video that was posted to a Chinese public figure’s
Facebook page. The video, titled “Fuck it All (Honest Final Exam Version) Music Video
PARODY” was originally uploaded to YouTube by LeendaDProductions, the YouTube channel
of Asian-Canadian actress Leenda Dong, on April 14, 2014. The video features a young woman
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singing in English to the tune of “Let It Go” about her frustrations with studying for final exams.
The post by the Chinese public figure includes a caption in a mixed Chinese and English code
that titles the video and comments on it. Alice also comments on the shared video, writing:
:> shn duu bn
(Translation: great song) (Alice, post, April 28, 2014)
By sharing this post and commenting on it with an evaluation of the video that shows her
agreeing with and relating to the song, Alice is performing an identity as a university student
who is similarly frustrated by exams and can identify with the young woman in the video. Since
Alice often uses Facebook to communicate with her university friends, she is also hoping to
share the frustrations of final exams with others experiencing the same thing by sharing this
humorous video with them. While the video depicts a young woman in a Western style
university, by sharing and relating to this video in Mongolian, Alice is making a connection
between university students in the West and in Mongolia, suggesting that university students in
any country face many of the same issues. Furthermore, by sharing this with her university
friends in Mongolia, Alice is assuming that they, too, will understand and appreciate the English
sung in the video and relate to the tune of “Let It Go” as a globally circulating popular culture
item.
On March 14, 2014, Amy posted a link to the YouTube video titled “Let It Go –
Mongolian Cover by Zizi Zoloo (Lyrics Video),” which features a female artist singing the song
in Mongolian while the lyrics are displayed on the screen in Cyrillic Mongolian. However, the
words of the refrain “Let It Go, Let It Go” remain in English and are also sung in English. The
caption that accompanies the video on YouTube is written mainly in Cyrillic Mongolian but also
includes English components related to the interface of YouTube and a few English words and
phrases, such as the title of the song, the brand names “Disney” and “Facebook,” and the phrase
“HOPE YOU LIKE IT GUYS!!!” at the end. Amy’s comment on the post reads:
Dajgui bn shuu.
(Translation: Good one!) (Amy, post, March 14, 2014)
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By commenting with an evaluation of this video, Amy is clearly performing an identity
as someone who speaks both Mongolian and English fluently. If Amy believes that this is, in
fact, a “good one” or good translation and cover of the song, then she is displaying her ability to
fully understand the original English version and the Mongolian translation of it. She may also
be referring to the quality of the singer’s voice in her comment, but since the video is focused so
heavily on displaying the Mongolian translation of the lyrics, it seems likely that she is referring
to the translation itself. Furthermore, by sharing this particular spectacle, Amy is sharing with
her audience of both Mongolian and non-Mongolian friends that Mongolians are interested in
and capable of engaging with globally circulating popular culture items, making them more
accessible to a larger Mongolian audience, and then sharing the results of this engagement with
the rest of the world.
On May 3, 2014, Brooke shared a video that was posted to a Hong Kong radio station’s
Facebook page. The video, titled “Let It Go – Behind The Mic Multi-Language Version (from
“Frozen”)” was created by DisneyMusicVEVO and uploaded to YouTube on April 1, 2014. The
video features a seamless collage of artists singing parts of “Let It Go” in 25 different languages,
though Mongolian is not one of them. The Hong Kong radio station D100, provides a caption
with the video, which is written in a mixed code of Chinese and English. The English part of the
caption implores viewers to “like” and “share” the video in order to support their language, while
the Chinese part points out that Disney supports Cantonese by including a Cantonese singer in
the video and urges viewers to support the Cantonese language by “liking” and “sharing” the
video. Brooke does not add a comment of her own.
This particular spectacle demonstrates the concept of “recontextualization” that often
occurs

when

spectacles

are

embedded

in

different

webpages

with

commentary

(Androutsopoulos, 2010). The original video posted on YouTube includes only credits and links
to purchase the song on iTunes, although it also has received over 33,000 comments (as of June
1, 2015). However, the Hong Kong radio station recontextualized the video by adding the
rhetorical imperative to “like” and “share” the video on Facebook in order to support the
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Cantonese language. It also makes a political statement here, arguing that the ruling Chinese
government does not support Cantonese and that the people of Hong Kong need to fight for their
language rights, a sentiment that contributed to the tension that led up to the political protests a
few months after this spectacle was posted on the page.
It is unlikely that Brooke is contributing to this particular political statement when she
shares the video on her own Facebook page, since Brooke posts nothing else related to Hong
Kong or the political situation there and does not discuss it in her interview. Furthermore,
Brooke does not speak Cantonese, although she may be able to read some Chinese, since several
characters are the same in Japanese. However, Brooke would not need to understand Chinese in
order to appreciate the video, since the Chinese commentary may be irrelevant to her own choice
to share the song. The imperative to “like” and “share” the video in order to support your own
language is written in English, and it seems that this may be the motivation behind Brooke’s
decision to post the video to her own timeline. Yet, since Mongolian is not featured in the video,
Brooke may be aligning herself either with the English or the Japanese language, and the latter
seems more likely, since the Japanese singer is thumbnailed in her post. Although Brooke does
not comment on the video in her post, she still recontextualizes it by sharing it with an audience
of non-Cantonese speakers, and she also identifies herself as someone who relates to and speaks
a language other than her native Mongolian.
By posting, sharing, and/or commenting on these spectacles, the participants perform
identities as consumers of globally circulating popular culture items and their related spectacles,
as evaluators and recontextualizers of these items, and as translinguals able to engage with items
in a variety of codes, including mixed codes. All of these engagements with vernacular
spectacles illustrate the ability of the participants to (re)recontextualize popular culture items to
fit their own identity needs and to do this also for their own diverse audiences who may take up
these same items and change them yet again. The examples of the ways in which the song “Let It
Go” was used to create vernacular spectacles and the ways in which these spectacles were in turn
recontextualized and shared digitally through social media, demonstrates how “popular culture is
152

a crucial site of identity and desire,” rather than strictly a tool of commercialization (Pennycook,
2007, p. 81).
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Chapter 6: Performing Mongolian National Identity in a Globalizing World
6.1

BACKGROUND OF MONGOLIA: FROM COMMUNISM TO DEMOCRACY
Mongolia has a long and storied history, from the well-known period of the Mongolian

Empire founded by Chinggis Khan (Genghis Khan) through the Yuan, Ming, and Qing
Dynasties, to independence from China in 1921 (Embassy of Mongolia, 2016). From 1910 to
1920, Mongolia separated into its “Inner” and “Outer” parts as China struggled to maintain
control; in 1921, with the help of Russia’s Red Army, the “Outer” portion of Mongolia achieved
independence. In 1924, the Mongolian People’s Republic (MPR) was formed, and though
technically independent of the Soviet Union, the MPR was completely subject to Soviet
communist policies (Embassy of Mongolia, 2016; Schwarz, 2006a). Inspired by the collapse of
communism in Europe and the Soviet Bloc in Eastern Europe, Mongolians participated in a
democratic revolution, primarily in the form of hunger strikes, which ended with a “peaceful
renouncement of communism” in 1990 (Embassy of Mongolia, 2016).
From 1990 to 1996, however, the new democratic government was still led by those in
the Mongolian People’s Revolutionary Party (MPRP), which consisted of individuals from the
Communist era, although they did share power with those in the Democratic Party. In 1996, the
Democratic Party won the majority in the Parliament and has held it since then. The current
president, Tsakhiagiin Elbegdorj, is a Democratic Party member who was also a leader in the
revolution. He has held a variety of positions in the Mongolian government since the revolution,
and has always been a strong proponent of democracy and a market-based economy. As
Addleton (2013) points out, the 1996 victory for the Democratic Party “placed Mongolia on an
irrevocable path toward a market-based economy” (p. 65).
For most Mongolians, the move from communism to democracy was welcomed. As
Sabloff (2013) argues, “Mongolians were highly likely to accept democracy because it fit their
culture, history and circumstance. Pastoral nomadism, the Mongolian lifestyle, aligned with a
desire for national independence, which is the baseline criterion for democracy” (p. 7). Addleton
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(2013) points out that Mongolians enjoy the freedom of movement, ability to make their own
personal life choices, and access to the benefits of participation in the global and local market
economy, such as owning property, purchasing consumer goods, and keeping the money they
earn (p. 71). However, the rapid transition from communism to a democratic government and
market-based economy has not been particularly smooth for Mongolians, and the nation-state
and its citizens alike have also suffered from the negative effects of this transition.
As Addleton (2013) points out, “the entire Mongolian economy had been artificially kept
afloat for many years by subsidies from the Soviet Union, subsidies that were eliminated almost
overnight” (p. 68). The sudden withdrawal of this support, coupled with the rapid shift to marketdriven policies has led to widespread consequences including poverty, social and economic
inequality, and corruption (Addleton, 2013, p. 70). For example, Buell and Le (2006) argue that
privatization in the pastoral sector “has undermined not only pastoral production itself, but
Mongolia’s whole traditional way of life in the process” (p. 27-28). Taking the view that
communism provided an effective system for maintaining pastoralism, they blame privatization
for problems including overgrazing, environmental degradation, loss of herds, and abandonment
of the nomadic, pastoral life (Buell and Le, 2006).
Certainly, factors such as herd loss and environmental degradation has led to migration to
the cities, though individuals also choose to move to the cities for educational and professional
opportunities. Regardless, the mass migration to the urban centers, particularly the capital
Ulaanbaatar, has caused a number of problems, including severe air pollution, food shortages,
and homelessness (Buell and Le, 2006). A large percentage of the residents of Ulaanbaatar live
in the ger districts on the outskirts of the city in traditional Mongolian yurts (gers) or structures
made of other materials. These districts often lack necessities such as running water and
electricity, and their inhabitants suffer the effects of pollution, crime, and social stigma, among
other consequences of poverty.
However, despite these negative consequences of the transition to capitalism, “routinely
and over many years throughout the late 1990s and early 2000s, more than 80% of Mongolians
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affirmed the decision to embark on the path of a market economy” (Addleton, 2013, p. 70).
While pastoralism continues to provide an important contribution to Mongolia’s Gross Domestic
Product (GDP), the post-communist market economy has been focused on mining and industry
while also developing the service sector (CIA, 2015). With the exception of a significant dip in
2009, due to the worldwide recession, Mongolia’s GDP has risen steadily over the past two
decades, mostly as a result of foreign investment and mineral exports (CIA, 2015). Yet, this
growth has been supported continuously by foreign aid, including a period of severe dependency
in the years immediately following the withdrawal of Soviet support: “Relatively quickly,
Mongolia became just as dependent on the international donor community as it had been on the
Soviet Union” (Addleton, 2013, p. 68). This dependence, along with the desire of the Mongolian
people to develop as a democratic, capitalist society, has led to both an adoption of and a
resistance to the cultural changes occurring alongside the political and economic changes.
6.2
PARTICIPANT EXPERIENCES: MIGRATION TO ULAANBAATAR & LIFE IN THE GER
DISTRICT
The participants in this study, all born around 1995, form part of the first post-communist
generation in Mongolia. Unlike their parents and the older generations, these young people are
the first to grow up with the dominant ideology of democracy and capitalism, an ideology that,
for the most part, has been enthusiastically embraced by the majority of Mongolians in the
decades following the democratic revolution of 1990 (see Addleton, 2013). This ideology has
certainly been embraced by the participants’ parents, who have gone to great lengths to provide
new opportunities for themselves and their children in a democratic, capitalist Mongolia. As the
most obvious testament to this, the parents of four out of five of the participants gave up a
herding lifestyle in the countryside to move to Ulaanbaatar in the late 1990s or early 2000s.
While I did not interview the participants’ parents regarding their motivations for migrating, the
participants themselves claim that the reason was to provide them with access to education, jobs,
and other experiences that would help them become successful in the new world order. Ray, for
example, says “my father and mother, they wanted to educate themselves and us too, so . . . we
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moved to UB, and we sold our animals” (Interview). Ray’s parents, like many others, recognized
that “literacy, like land, is a valued commodity in this economy, a key resource in gaining profit
and edge,” which “helps to explain, of course, the lengths people will go to secure literacy for
themselves or their children” (Brandt, 1998, p. 169).
These families sold their herds and moved hundreds of miles across the country to start
anew in Ulaanbaatar, settling in the ger districts on the outskirts of the city. Whereas they were
relatively secure in the countryside, they faced poverty in the ger districts of the capital, as they
struggled alongside hundreds of thousands of others who had made the same decision. According
to a World Bank Group (2015) report, Ulaanbaatar experienced a growth rate of 4% annually
from 2000 – 2010, from 630,000 in 2000 to 927,000 in 2010 (p. 104). Today, the population of
Ulaanbaatar is estimated at over 1.3 million (CIA, 2015). Nearly half of these urban dwellers live
in the ger districts, without reliable access to basics such as running water, sewers, and electricity
(Norovsambuu, Ulziikhutag, and Chuluunbaatar, 2013). My participants were, for the most part,
hesitant to discuss the conditions of the ger districts in which they and their families live(d),
though several remarked that they lived for many years in a ger before moving into a house or
apartment.
Ray, however, goes into much detail about his experience living in the ger district:
“We had to fetch water from a well and we are still doing that. We had to go to,
like, public shower . . . Life is a bit tough there too, cause it’s all of the dust and
people need to burn coal during the winter to maintain the heat to survive. In
winter it’s tough just, it’s like you’re choking, can’t see the road much, well, and
a lot of people, they put their garbage outside and it smells bad, and the street
dogs, they just destroy everything around and sometimes it’s tough but it’s getting
better” (Interview).
Clearly, the underdeveloped infrastructure and overcrowding in the ger districts is challenging
for those living there, but Ray also describes the social stigma attached to being labeled a
resident of a ger district. He comments that people who live in the city center tend to “think like
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if you live in a suburb then you are like poor or you’re like dirty or something” (Interview).
Because of this, he claims that “there is some kind of a gap or like a little bit of friction” between
those who live in the city center and those who live in the ger districts or suburbs (Interview). He
notes that this prejudice against those living in the ger districts can result in discrimination, on
both personal and professional levels.
In his interview, Ray also discusses how growing up in the ger district has contributed to
his sense of self and place in the world. On the one hand, he notes that “sometimes I had to hide
where I live, even when I go to college or when I become one of the colleague in big companies”
(Interview). In this sense, Ray feels like his residential status would affect how others might see
him, and he would choose to hide this information in order to be judged on his other qualities.
His residential status made him feel less confident about himself, which he felt prevented him
from being “open in society,” and he believes that many young people who grow up in the ger
districts feel the same way (Interview). On the other hand, Ray feels as though living in the ger
district has made him stronger, wiser, and more resilient: “Where I live is . . . it’s tough, it’s
tough environment for kids, for young people, but I think if you grow up in this kind of area,
then there’s a lot to learn” (Interview). He goes on to point out that the hard work and strength
required to get through each day builds character that those growing up in a more privileged
environment do not have an opportunity to cultivate.
On Facebook, the participants do not often post about life in the ger district. Their
“About” pages tend to list only “Ulaanbaatar” as their hometown or one of the “places lived.”
However, three of the five participants do identify their high school in the “Work and Education”
section of their “About” page, which would identify them as residents of a particular district of
Ulaanbaatar. This is likely because they want classmates to be able to find them on Facebook.
Ray does not provide any high school information on this page, and Amy’s page provides a link
for a user to “ask” about Amy’s high school affiliation. While Facebook also offers users an
opportunity to tag their “location” or even provide a map of their location in posts, the
participants choose to use this feature only to tag themselves in Ulaanbaatar generally, at a
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specific place in the city center such as a restaurant, in a province or city outside of Ulaanbaatar,
or in a location abroad. Furthermore, participants do not use their Facebook pages to discuss
issues facing the ger districts or improvements being made there.
There are several reasons why participants may be reluctant to discuss their residency in
the ger districts, either on Facebook or in their interviews. First, as Ray mentioned in his
interview, there is a stigma attached to living in the ger districts that they may be looking to
avoid, particularly since the participants tend to see Facebook as a place where they are
connected to people from various aspects of their lives, including high school, university, study
abroad, family, and work associations. They may be reluctant to share this information due to
past experiences with and/or perceived threats of discrimination. Furthermore, research into the
performance of identity on Facebook and other social networking sites (SNS) has continued to
show that people project a slightly idealized version of themselves in these spaces, a self that
would be recognizable to individuals they communicate with offline, but one that is more
socially desirable (Bronstein, 2014; Grasmuck et al., 2009; Yurchisin et al., 2005).
Additionally, since the ger districts are difficult places to live, there is a desire among
many to move away from them rather than focus on changing the conditions of the ger districts
themselves. For many young people, the sense of loyalty and belonging to these areas is often
low in comparison to their desire to leave. Holly, for example, notes “my neighborhood is not so
friendly . . . my neighborhood is pretty distracting. It’s full of alcoholics or stuff like that”
(Interview). For Holly, as for the other participants, the negative aspects of living in the ger
districts seem to often prevent them from forming bonds with neighbors or from feeling
connected to the place itself. For these reasons, participants may feel that these places hold little
relevance to their current lives and that drawing attention to their past or present residential
status would serve no purpose. As they work to project a slightly idealized self on Facebook,
they may feel that this is one aspect of their lives that need not be highlighted or even exposed.
As Bronstein (2014) points out, information disclosure on SNS is not only directly related to
impression management but also a way for individuals to “[construct] possible selves as a way to
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enhance their self-concept and their self-esteem in relation to others” (n.p.). By performing a
self that is disconnected from the ger district, they may move away from the stigmatized identity
attached to such residential status while also increasing their self-confidence, both of which may
actually help them to accomplish their goal of physically leaving the ger district.
6.3

NATIONAL IDENTITY: A SENSE OF MONGOLNESS
Sneath (2010) argues that it was during the socialist period in the 21st century that the

idea of a national identity was created and spread in Mongolia (p. 251). Prior to this period, he
points out, there was no real sense of solidarity and nationhood among Mongolians; rather, they
were subdivided into classes, including nobility (based on blood ties to Chinggis Khan),
Buddhist religious members, and common people (p. 252). This sense of class difference was in
conflict with “the Soviet goals of fraternal socialism . . . and proletarian internationalism”
(Sneath, 2010, p. 252). In 1925, the socialist Mongolian government “abolish[ed] the use of all
family and clan names” in an attempt to undermine the influence of the Mongolian nobility and
offer the Mongolian people an identity based on something other than lineage and aristocracy
(Campi, 2006, p. 71-2). According to Campi (2006), it was during this time that there was a
“conscious development of popular identification with the Mongolian land as opposed to ‘feudal’
and religious culture” (p. 72). During this time, art forms were required to omit references to
“ethnic identity and associated heroes” (Campi, 2006, p. 72), and a barrage of state-sponsored art
pieces “endlessly celebrated the . . . ‘beautiful motherland’” (Sneath, 2010, p. 256). This pride in
the “beautiful motherland” continues to form part of the sense of Mongolness in post-socialist
times.
However, “the prime traditional basis for Mongol statehood” today is considered to be
“the Borjigid lineage” or blood ties to Chinggis Khan, a concept which was essentially wiped out
during socialism (Campi, 2006, p. 69). While previously considered only applicable to those of
the noble class, the lineage claim opened up to all Mongolians regardless of actual bloodlines in
the years leading up to the democratic revolution (Campi, 2006, p. 76). The resurgence of
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Chinggis Khan during and after the democratic revolution of 1990 has been noted as “the core
personification of national grandeur and the primary symbol of Mongolian national identity”
(Myadar and Rae, 2015, p. 561). The reinstatement of Chinggis Khan as a national hero,
especially after decades of vilification by the socialists, has served several important symbolic
purposes. First, as one who originally unified tribes and groups across a vast territory, Chinggis
Khan represents a unifying force needed by Mongolians who sought to separate from the Soviet
Union and identify as a unified front. Second, the strength, will, and power of Chinggis Khan
serves the new nation’s need to assert itself as an independent sovereignty sandwiched between
Russia and China, two countries with histories of aggression and control in the region and
increasing influence worldwide. Finally, Chinggis Khan, despite his expansionist goals and
intercultural experiences, serves as a powerful symbol of the Mongolian homeland, of
Mongolian roots and their spread throughout the region and the world.
However, despite the importance placed on bloodlines and lineage, race and ethnicity
serve as “complicated marker[s] of Mongolian identity that [are] used to territorialize the
boundaries that define those who belong and those who do not through designation of an
‘authentic Mongol’” (Myadar and Rae, 2014, p. 566). Racially speaking, Mongolia is rather
homogenous, and while eight ethnic groups are identified by the CIA World Factbook (2015),
one group “Khalkh” dominates with nearly 82% of the population estimated in 2010.
Furthermore, Sneath (2010) contends that these ethnic groups “were not autochthonous kinship
communities, but politically defined categories that had been historically formed by rulers” (p.
253). Thus, most of those living in Mongolia tend to identify with one another along racial
and/or ethnic lines, which further allows them to see other factors as more important when
defining a Mongolian identity. For example, despite the fact that more ethnic Mongols live
outside the borders of the nation-state, these Mongolians are often considered to be inauthentic;
for example, to many Mongolians, the nearly 7 million ethnic Mongols living in Inner Mongolia
in China are often considered more Chinese than Mongolian (Myadar and Rae, 2015). Thus,
Mongolians often mark “Mongolness” as bound by both lineage and the borders of the modern
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nation-state. Such a sense of “we-ness” coupled with the anxiety of being in a vulnerable
geographic, political, and economic position has fueled nationalist sentiments, which have only
been exacerbated by the relentless forces of globalization over the past 25 years. Taken to the
extreme, these sentiments have manifested in ultra-nationalist groups who emphasize racial and
ethnic purity, encourage xenophobia, and perpetuate attacks against foreigners.
As Myadar and Rae (2015) point out, “Mongolia lies directly in an interstitial zone
between two global giants, China and Russia, and its sense of national security is dictated by the
real or perceived hegemonic threats from these neighbors” (p. 563). Historically speaking,
Mongolia has often been used as a pawn in political relations between Russia and China, which
the recent Russian annexation of Crimea has reminded all parties in the region, though the fear is
that the Chinese, not the Russians, will attempt to invade Mongolia (“As Crimea Annexed,”
2014). Mongolians tend to be more concerned about Chinese influence and aggression while
viewing Russia as less of a threat. The size of the Chinese population, its growing nationalistic
sentiments, burgeoning economy, and history of aggression have all contributed to a sense that
China has goals for occupying or invading Mongolia in both a physical and a figurative sense. It
is important to note that while people may not resort to violence, anti-Chinese sentiment is very
strong among the general population of Mongolia. From my own experience, I remember several
Mongolian colleagues, students, and friends expressing xenophobic ideas about Chinese people,
including the idea that Mongolians and Chinese should not marry, that Chinese workers in
Mongolia were thieves and dirty, and that China and Chinese people were plotting to invade
Mongolia. Such ideas are often supported in the local media and rarely challenged in public or
private settings. Such publically acceptable sentiment has encouraged ultra-nationalist groups to
enact violence against Chinese people and Mongolians recognized as fraternizing with them
(Branigan, 2010; Myadar and Rae, 2015).
Political and economic change and policies have also fueled nationalist sentiments and
ultra-nationalist violence. Myadar and Rae (2015) argue that the “shock therapy” approach to
economic reform, which was pushed on Mongolia by international aid organizations with
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neoliberal ideologies after the democratic revolution, caused a number of economic problems,
including the creation of a wide income gap (pp. 563-4). Sneath (2010) claims that such a gap
also serves to create distrust of a political elite that is too closely aligned with the wealthy.
Furthermore, with globalization and the opening up of Mongolia’s market economy, foreign
interest in Mongolia has fueled anxieties about foreigners owning Mongolian land, an issue
brought to the forefront by the controversies surrounding the development of the Oyu Tolgoi
mine, which is partially owned by a Canadian company (see Johnston, 2011). These political and
economic disparities, along with the historic aggression of their neighbors, have caused many
Mongolians to feel that globalization and foreign influences have negatively impacted their
society. Such feelings have fueled nationalist sentiments that harken back to a “golden age” of
Mongolia and have even led to the growth of the ultra-nationalist movement.
6.3.1 Participants’ Performance of Mongolian Cultural Identity
The participants in this study do not demonstrate ultranationalist tendencies or
sympathies, and are sometimes even quick to disassociate themselves with such groups, as Holly
does when asked what being Mongolian means to her: “Well, I’m not that kind of nationalist or
something like that” (Interview). Yet, the participants do tend to recognize being Mongolian as
being born and raised within the borders of the nation-state. As Myadar and Rae (2015) point
out, the traditional idea that “the land you were born upon thus assumes a natural claim of
belonging and establishes a sense of an organic bond between land and people” has been
emphasized in post-communist Mongolia (p. 569-70). Such a stress on the importance of land to
Mongolian identity has been promoted by politicians, media outlets, and even foreign aid
organizations (Myadar and Rae, 2015) and seems to be perpetuated in the Facebook activities of
most of the participants in this study. For example, on her “About” page, in the space where
users are asked to free-write about themselves, Alice writes:
Хоёр дахин төрвөөс энэ л нутагтаа ирнэ! Хоёр дахин үхвээс энэ л нутагтаа дуусна!
Би Монгол!
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(Translation: If I am reborn, I will come to this land! If I die twice, I will end in this land!
I am a Mongolian!) (Alice, “About,” 2014).
For Alice, being Mongolian means feeling a strong, even spiritual connection to the Mongolian
land. Furthermore, participants frequently use terms such as “homeland,” “motherland,” “home
country,” or “mother tongue,” usually with the possessive “my” to describe Mongolia and its
cultural forms and their relationship to it, both in their communications with me and in their
Facebook posts. Such terms draw a strong connection between the place of birth and the sense of
cultural belonging and identification.
The participants also seem to recognize their own sense of a national cultural identity as
it differs from other group identities with which they have had contact. For those participants
who have lived abroad, traveled extensively, and/or had frequent contact with non-Mongolians,
there is a more pronounced understanding of Mongolian identity and culture as it differs from
others, yet even for those with fewer of these experiences, there is still a sense of Mongolness as
uniqueness from other cultures. It seems that such exposure to other ways of life, thinking, and
being increases the participants’ awareness of their own cultural predispositions, which in turn
strengthens their understanding of themselves and what it means to be Mongolian in the
globalizing world.
Alice, for example, when asked what being Mongolian means to her, responds: “Being
Mongolian is, like, I can just answer this question as a girl who haven’t been abroad before . . .”
(Interview). In this response, Alice feels the need to qualify her answer by stating that she does
not have a point of reference for comparison, which suggests that she sees Mongolian identity as
differentiation from other cultural identities, which she has yet to encounter. Because Alice
works closely with AIESEC’s exchange program, she may have witnessed how others’
understanding of themselves and their culture have been affected by experiences abroad. Like
Alice, Holly seems to understand that one’s sense of national cultural identity is often a product
of growing up in a particular place, and in her response to the question of what it means to be
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Mongolian, she responds: “Well, probably if I was born in another country or if I was another
person, like, then, well, I don’t know . . .” (Interview). Her response indicates that she thinks she
might have a different cultural identity if she were from somewhere else; yet, her confusion at
the end of this segment also seems to indicate that the question of cultural identity is difficult to
answer and may be the result of a number of influences.
Brooke, who at the time of the study was living abroad in Japan, responds to the question
of Mongolian identity by comparing Mongolian culture to Japanese culture: “I feel like
Mongolian society is kind of free, like in Japan there’s a lot of rules and manners, but in
Mongolia, not really strict about manners” (Interview). For Brooke, living in a country whose
culture values a strict code of conduct has highlighted the freedom of movement and expression
in Mongolia, which she recognizes as a positive aspect of Mongolian culture. Her awareness has
helped her to appreciate certain aspects of Mongolian culture that she had previously taken for
granted.
During the study period, Amy spent five weeks in the United States participating in the
Studies of United States Institutes (SUSI) program, which was focused on women’s leadership
and included young women from Afghanistan, Egypt, India, Morocco, Pakistan, and Zambia as
well as Mongolia. Over the course of the program, she interacted intensely with these women
and the program facilitators in the United States, which helped her to gain a deeper
understanding of how Mongolia and Mongolian culture differed from other nation-states and
cultures around the world. After learning about the struggles that women face in other countries,
Amy concludes: “I think Mongolia is, like, better position than the other countries because we
have actually equal access to education” (Interview). She says that prior to her experience with
the program, “I didn’t really know the woman face this all issues in their life, you know, the
violences and they’re not able to learn, learn anything, they cannot get education” (Interview).
While she recognizes that there are still important issues facing women in Mongolia, such as
domestic violence, she also seems to have a clearer understanding of how the cultural practices
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surrounding marriage and child-bearing and education in Mongolia differ from those in other
countries, which in turn affects the way she sees her own position as a Mongolian woman.
For the most part, experiences abroad and with non-Mongolians has had a positive effect
on how the participants view their own nation-state and culture. In their interviews and on their
Facebook pages, they tend to demonstrate pride in their country and culture and to want to share
the positive aspects of their culture with others. For example, among Amy’s Facebook posts
from her time in the SUSI program, she often displays images of herself with the Mongolian flag
with captions such as “We (heart emoticon) Mongolia” (Amy, post, July 5, 2014). One image of
Amy holding the Mongolian flag as she sailed on a boat in the United States was used as her
profile picture, showing her strong identification with Mongolia and her pride in being
Mongolian, even as she travels and explores new perspectives. Amy also points out in her
interview that she spent time sharing YouTube videos of traditional Mongolian music with her
friends during the SUSI program, suggesting that this is also a point of pride for her. Similarly,
Brooke often uses her Facebook page to share positive aspects of Mongolian culture, referring to
holidays, food, dress, history, and music, among other cultural forms, as a way to show pride in
her identification as a Mongolian for her mixed audience. The participants rarely, if ever, use
Facebook to discuss issues of concern in Mongolia, such as pollution, overcrowding in the cities,
or poverty, which may cast a negative light on the country. This seems to suggest that they want
to portray the positive aspects while hiding the negative aspects of their nation-state and country,
in an effort to perform an idealized national-cultural identity for a diverse audience of Facebook
“friends.”
While the participants tend to ignore some of the negative aspects of Mongolian society
and culture in their Facebook posts, this does not mean that they are unaware of the serious
issues facing the country, or even the more negative aspects of the culture itself, as was
mentioned in the discussion of their experiences living in the ger district. Holly, in particular
feels somewhat alienated by Mongolian culture and feels that “the real Mongolians, greatly
influenced by Mongolian culture” often see her as “a freak” because she is more interested in
166

discussing serious issues and studying than she is in gossiping or learning domestic skills
(Interview). Partly because of this, Holly comments that “sometimes I feel maybe I shouldn’t
have born in Mongolia. Maybe I should have born in a different places and where people
actually just accept you as who you are” (Interview). Yet, Holly still feels connected to the
culture, particularly the aspects of culture that she relates to the countryside lifestyle, and in
another part of the interview says, “I kind of enjoy my culture . . . I just like it. I’m just quite
happy with who I am and I enjoy doing everything that a Mongolian person does” (Interview).
This ambivalence about what it means to be Mongolian seems to point to the tension many
young Mongolians feel between the traditional culture and the global culture and the
expectations both seem to have for them. One way that the participants might deal with such
tension is by imagining an idealized homeland and performing an identity on Facebook that
identifies with this imagined homeland while also embracing aspects of a more cosmopolitan
sense of self.
6.3.2 Cultural Preservation & The Invented Homeland
Indeed, there is a prevalent concern that “Mongolia in this new global era is losing its
traditional culture or is a society split in two, as the modern urban Western lifestyle centered
around Ulaanbaatar loses touch with the needs of the growing poor rural herdsmen around the
country” (Campi, 2006, p. 78). Along with the adoption of democracy and opening to the
Western world, “a binary between the nomadic, rural identity and the modern, urban identity has
been created” both for Mongolia as a nation-state and for individual Mongolians (Campi, 2006,
p. 79). The prevalence of such a binary in the discourse surrounding Mongolian identity today
serves to cause conflict for those called into both subject positions. The view that rural
nomadism is not compatible with a modern lifestyle has been promoted by Mongolian
policymakers and Western development organizations in earnest since 1990 (Campi, 2006), and
for individuals, the nomadic lifestyle has become a choice rather than the result of “the givenness
of things” (Appadurai, 1996, p. 55). The new possibilities offered by the city allow individuals to
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imagine different lifestyle options, options that often seem to require giving up one’s traditional
culture and identity along with their herd.
In discussing the fact that in contemporary times marked by global processes, “groups are
no longer tightly territorialized, spatially bounded, historically unselfconscious, or culturally
homogenous,” Appadurai (1996) contends that dis- or re-located people need “contact with the
homeland” but that this “homeland is partly invented, existing only in the imagination of the
deterritorialized groups” (p. 48-9). While Appadurai’s (1996) focus is on those who have
migrated beyond the borders of the home nation-state, the same could be argued for those who
have migrated from the countryside to the capital city in Mongolia. Appadurai (1996) argues that
the imagined homeland can be “fantastic and one-sided,” as deterritorialized groups recognize
only the positive aspects of the homeland, while ignoring its negatives or challenges (p. 49).
Furthermore, such fantasies of the homeland can fuel resentment towards the current home or
host country, as the differences between the two are more exaggerated. For the participants in
this study, like many in their situation, the invented homeland becomes something to preserve,
something to keep alive both in a real sense (as in preserving the nomadic lifestyle itself) and in
an identification sense (as in preserving a sense of the homeland in the performance of one’s own
identity).
While cultural forms associated with the rural, nomadic lifestyle can be maintained,
preserved, honored, and even adapted in the city, the deep sense of “way of life” is severely
challenged in the new urban space. As Holly describes: “We’re just nomadic people and so it’s,
we still have a long way to go to learn city culture and we’re just kind of ruining it I think.
Maybe it’ll take more 10 years or stuff like that to get used to the settled type of living”
(Interview). She goes on to argue that in the city, people are more stressed because the space is
crowded and polluted. In discussing the differences between the city and the countryside and
those living in it, Holly uses a lot of negative words to describe the urban space, such as
“polluted,” “mean,” “crowded,” “problems,” “stressed,” and “frowning,” while she uses a lot of
positive words to describe the rural space, such as “free,” “beautiful,” “hard working,” and
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“relaxed” (Interview). Here, as in other discussions with participants as well as in their Facebook
posts, the positive aspects of the rural, nomadic lifestyle are elevated above and contrasted with
the negative aspects of the urban, settled lifestyle associated with Ulaanbaatar. By creating a
division between these two lifestyles, the participants are able to perform a positive identification
with the imagined homeland while distancing themselves from the negative aspects of the city.
In her interview, Holly goes on to argue that “I just like countryside more because it’s, it
is us. Yeah. It’s how we’re supposed to live and how we were living.” In this way, Holly
strongly identifies being authentically Mongolian with following a nomadic, herding lifestyle in
the countryside. Similarly, in her discussion of cultural loss in Mongolia, Amy makes a strong
connection between the countryside lifestyle and culture: “I think that our nomadic culture is
actually at the risk of being lost, so, yeah, I just see that, like, most young people or mostly the
teenagers, they don’t really care about the culture” (Interview). Here, culture is equated to the
nomadic, rural lifestyle. Amy blames migration to the city for this cultural loss: “Families
moving to the city . . . most of them is getting more modernized and more urbanized . . . the
number of nomadic families is decreasing” (Interview). Ray also echoes this sentiment: “I can
feel it [cultural loss] when I’m traveling around Mongolia, everybody seems to like going to the
city and living in city, not in countryside” (Interview). For Ray, this is problematic because
“everybody’s kind of having like trucks and motorcycles to herd animals and transport things, so
in some way it destroys your culture a little bit. When everybody starts using different things,
then the culture’s going to be forgotten” (Interview).
In these passages from the interviews, the participants suggest that the authentic
Mongolian culture is directly related to the nomadic, rural lifestyle, which they suggest is rapidly
disappearing as more and more people either migrate to the city and/or use modern technologies
in their daily activities. Those who live in the city are sometimes seen to be disconnected from
this authentic culture: “those people who were raised in the city, like, lived in the city for their
whole life, they don’t know what it is like to live in the countryside” (Amy Interview). When
discussing cultural preservation and its relationship to the countryside, however, the participants
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tend to use third person or first person collective voice to describe those negatively affected by
urban migration and the cultural shifts occurring in Mongolia in recent years. They do not lump
themselves in with the other “modernized,” “urbanized” Mongolians who have maladapted to
city life and/or lost their culture, despite having grown up in Ulaanbaatar themselves.
Although they are city dwellers, the participants use their Facebook pages to perform
“authentic” Mongolian identities that are connected to the countryside and symbols of the rural,
nomadic lifestyle. In discussing the decisions he makes regarding the image he would like to
portray on Facebook, for example, Ray says “At some point you like to take pride of your history
and culture, so sometimes I like to have my picture with, like horse next to me or traditional
costume on” (Interview). Indeed, all of the participants have used profile pictures and posted
photographs that depict them in rural Mongolian landscapes or engaging with a Mongolian
cultural artifact. They also post images, articles, videos, and the like that demonstrate a personal
connection to the countryside.
For example, Amy posts a picture that she took of a rural landscape with the caption:
MY MOTHERLAND
төрсөн нутаг минь (smiley face emoticon)
Завхан аймаг, Их Уул сум.
(Translation: MY MOTHERLAND
My birthplace
Ih Uul Soum, Zavkhan Province) (Amy, post, February 26, 2014).
By sharing this image and caption with her Facebook network, Amy is solidly identifying herself
as an “authentic” Mongolian, who was born in and is thus deeply connected to the countryside.
Similarly, Brooke posts a picture of herself as a child in a nomadic camp in the Mongolian
countryside with the caption:
long long time ago :))) Love this pic so much! (heart emoticon) #trip (Brooke, post,
November 19, 2013)
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Furthermore, Brooke and the other child in the image are participating in work in the camp,
showing that they are engaging in the lifestyle rather than merely observing it. Posting this
photograph on her Facebook page allows Brooke to directly connect herself with the countryside,
showing her long and enduring relationship to this lifestyle.
Through their identification with the countryside, the participants are able to perform
selves that are connected to “authentic” and positive ideas of what it means to be Mongolian,
despite the fact that they currently live in the capital city or even abroad. By using Facebook to
perform such identities through images of and references to the countryside and the traditional
cultural forms associated with it, the participants are able to share what they view as the unique
and valuable aspects of Mongolian culture with other Mongolians as well as with nonMongolians in their network, while de-emphasizing the problems associated with the
globalizing, developing, and urban aspects of Mongolia. By doing so, the participants are
inventing the homeland in an attempt to preserve it.
6.4
MONGOLIAN LANGUAGE AND THE PRESERVATION OF AUTHENTIC MONGOLIAN
CULTURE
Myadar and Rae (2014) ague that, in the post-socialist era, Mongolia has embarked on a
social project of differentiating “authentic” Mongolian identity from those influenced by global
forces in an attempt to “[recreate] Mongolia’s image purged of Soviet influences” and
“[territorialize] true Mongolness” (p. 564). Part of this project involves “boundary-making”
through the insistence upon authentic cultural markers, including language use (Myadar and Rae,
2014, p. 564). Dovchin (2015) argues that “the hegemonic language ideology in Mongolia” is
centered on the notion of linguistic purity, discouraging the spread of foreign languages and the
mixing of these with Mongolian (p. 2). In this ideology, the Mongolian language is viewed as
“authentic” and “local,” while the use of Englishes and other linguistic codes as well as
translingual practices, are viewed as invasive practices that are serving to degrade Mongolian
language and culture. However, as Dovchin (2015) also notes, there is “a popular counter youth
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ideology” in which “young Mongolians rigorously validate their own language practices,
claiming to be authentic and sociolinguistically meaningful speakers” (p. 3).
Discussions of authenticity regarding the Mongolian language often center on
orthographic choices. The traditional Mongolian script was forcibly replaced with the Cyrillic
alphabet in the 1940s under the socialist regime, which served the purpose of Soviet censorship
while also working to sever Mongolian identity from its past (Myadar and Rae, 2014). Today, in
an effort to promote the linguistic ideology of authenticity, many Mongolian institutions “[treat]
the script as a true Mongolian symbol that was assaulted by the Soviet-backed regime” and have
worked to encourage its resurgence (Myadar and Rae, 2014, p. 566). However, the script is still
not widely used among Mongolians for practical purposes and tends instead to be reserved for
“ornamental purposes” as a cultural symbol (Myadar and Rae, 2014, p. 566). For example, when
asked about her use of the Mongolian script, Holly says “Well, sometimes I just like writing
sentences in Mongolian script, like on my diary and stuff, it looks cool” (Interview). Ironically,
in its place, use of the Cyrillic alphabet has come to represent “authentic” Mongolian language
use, while Romanization has been denounced as “inauthentic” (Dovchin, 2015, pp. 10-11).
As Pennycook (2007) points out, “the choices around moves into particular languages
[and orthographies, I might add] may be on pragmatic, aesthetic or commercial grounds, but they
are also political decisions to do with language, identity, authenticity and diversity” (p. 106).
When asked about their beliefs surrounding and use of the Mongolian language and the Cyrillic
alphabet, particularly on Facebook, the participants in this study seem to on the one hand, reflect
the dominant linguistic ideology of authenticity while, on the other hand, use and defend their
use of translingual practices.
The participants tend to see a strong connection between Mongolian culture and the
Mongolian language. Alice argues “there is so much phrasal verbs and wise words in Mongolia
which shows our culture and which is about our culture, so it’s [language and culture] really
connected to each other” (Interview). In her questionnaire, Amy states that “Mongolian language
is valuable for me because . . . it is a crucial part of Mongolian culture and history.” Holly digs a
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little deeper in her discussion of Mongolian culture and language, arguing that “it [Mongolian
language] is a big part of being Mongolian. It shows our personality. It fits us” (Interview).
Elaborating on this point in a comparison between Mongolian and English, she argues that
“Mongolians are kind of quiet people and they don’t actually express their feelings that much”
and so “we don’t actually say, like, please, like literally, and we just try to express it in our tone”
(Interview). In her questionnaire, she also links Mongolian attitudes and language practices,
stating “Because Mongolians are quite taciturn and uptight people, emotional phrases and
sentences sound awkward” (Questionnaire).
Because they tend to see Mongolian culture and language as intricately connected, they
often echo the discourse of “linguistic dystopia,” which suggests that the Mongolian language,
like the Mongolian culture more generally, faces a threat from foreign influences and linguistic
mixing (Dovchin, 2015, p. 2). The participants also seem to point to this as largely a problem of
the Mongolian youth, with whom they identify to varying degrees. For example, Amy argues
that “I just see that, like, mostly the young people or mostly the teenagers, they don’t really care
about the culture. And . . . they are very addicted to the foreign . . . and the music and movies
and things like that” (Interview). While she recognizes that it is perfectly acceptable to consume
foreign media, “learn languages, and . . . travel and discover the world,” Amy also argues that it
is important to have “awareness about their own culture” (Interview). For Amy, the balance
between the lure of the global and the loyalty to one’s own culture is skewed toward the former,
and this negatively affects the language practices of young Mongolians. Furthermore, her
comments suggest that individuals should compartmentalize their cultural and language uses,
keeping their own culture and language separate from their consumption and learning of other
cultures and languages.
For example, in her discussion of Mongolian cultural loss, Amy identifies language
mixing specifically as an issue: “People, you know, are starting to mix the language . . . but it’s
not really a big deal, like, in coming five or ten years or so but I think . . . in the coming 50 or
100 years, yeah” (Interview). She elaborates: “I think if people still know the value of Mongolian
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language and they still know our language completely, then I think it’s not a big problem. But, as
a Mongolian person, I don’t really like it when . . . Mongolian is mixed with another language”
(Interview). She explains how Russian words entered the Mongolian language and now the same
is happening with English, due to its perceived usefulness as well as the pervasiveness of
Western media. Ray also echoes this sentiment: “It is a good thing to learn different language but
mixing them too much eventually destroys someone’s own language too” (Questionnaire).
Holly also feels that the Mongolian language is threatened by the linguistic practices of
Mongolian youth, arguing that “now, the people at my age are don’t use that much word, some
words are forgotten and we don’t read much and so we don’t actually talk well, like, we make a
lot of mistakes while talking” (Interview). For Holly, reading contributes to the development of a
robust vocabulary, and Mongolian literature is not appealing to younger readers: “we’re just not
attracting the teenagers, like not making it interesting,” and then she suggests some Western
books that people her age do enjoy, such as Twilight and Percy Jackson and the Olympians
(Interview). Thus, now that young Mongolians have choices regarding their literary
consumption, they tend to prefer books in foreign languages. Furthermore, Holly seems to
believe that this is also leading to a dearth of fresh Mongolian language literature, which can
serve to bolster the Mongolian culture. Moreover, this discussion suggests that young
Mongolians are more interested in learning English or other foreign languages and consuming
media, including literature, in these languages rather than in learning and developing their own
Mongolian language skills through the consumption of Mongolian media.
Indeed, for some of the participants, their learning of English and/or other foreign
languages has led to a perceived weakening of their own Mongolian language skills, and they
recognize this as an issue among their young Mongolian peers as well. For example, Holly
states: “when writing in English or Chinese, it’s just, it kind of looks fine, but when I speak in
Mongolian, write in Mongolian, it just became terrible” (Interview). She claims she does not
know why her Mongolian writing has worsened, but she thinks it may be related to stress or even
her “personality” (Interview). Similarly, Ray feels that his Mongolian language skills are lacking
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compared to his skills in other languages: “When I was younger I thought since I can speak,
read, write and listen in Mongolian, I do not have to study Mongolian anymore. Thus, I have
been focusing on English a lot. But now when it comes to writing or speaking at a level where
what I am saying is concise and lucent, I feel very bad about my Mongolian language skill”
(Interview). For both Holly and Ray, the recognition that for themselves and others, development
of more advanced Mongolian language skills has taken a backseat to foreign language learning
seems to signal a concern over linguistic, and thus cultural, loss.
Therefore, the participants sometimes see the use of the Mongolian language, particularly
in Cyrillic, as an important part of cultural and national Mongolian identification, a point of
pride, and a way to promote and preserve their culture. When asked about their feelings
regarding the Mongolian language, many of the participants refer to it in terms of national and
cultural pride. For example, in her literacy questionnaire, Alice states: “Mongolian is my native
language so I feel more proud to use it” (Questionnaire). Similarly, Brooke responds: “Mongolia
is my mother tongue, so there’s no problem about using it, and I feel really comfortable”
(Questionnaire). Amy replies “Using Mongolian makes me feel comfortable since it is my
mother language” (Questionnaire). Words like “native,” “mother tongue,” and “mother
language” all suggest a strong connection between language and national culture as well as a
sense of belonging to that culture. For these participants, using the Mongolian language
demonstrates their identification as Mongolians, shows their pride in the language and culture,
and even serves to encourage others to do the same, thus battling perceived cultural loss. For
example, Alice states that she “use[s] Mongolian language when I feel proud or when I feel . . .
that it is important. Like, to show that thing that is so serious or so important” (Interview).
Furthermore, Ray points out that he uses Mongolian, particularly in Cyrillic, on his Facebook
page in order to “encourage Mongolian youngsters to use their native language properly”
(Questionnaire). While promoting the Mongolian language may not be the main reason why the
participants choose to use Mongolian and Cyrillic in their posts, or even part of their conscious
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decision-making in many cases, the participants do tend to see this use on Facebook as a way to
keep the language alive.
Yet, even as the participants seem to agree with the discourse of linguistic dystopia
((Dovchin, 2015, p. 2), decrying Mongolian language degradation via foreign influences and
arguing for the need to promote the language on social media and in other contexts, they also
struggle to reconcile this with their own language practices, which are decidedly translingual.
The ambivalence regarding these practices is clear in the following excerpt from Ray’s
interview:
“But it’s a lot of mixed thing cause sometimes it’s just kind of a reflection, like a
habit . . . it’s just English comes first to you sometimes. Just easy. But at some
point, cause you have to kind of value your own language, sometimes you use
Cyrillic. But Cyrillic is really not Mongolian at all. It’s from Russia . . . let young
kids, like ‘you should use Cyrillic. You should use your language in appropriate
way. Yeah, it’s good to learn English, but sometimes you need to write in an
appropriate way in your language, so I think I’m deciding to write in Cyrillic a lot
from now on . . . but ‘cause I’m working as a tour guide, everything is in English”
(Interview).
It’s clear from an excerpt like this that language use for Mongolians today is much more
complicated than the ideology of “linguistic dystopia” suggests; it is simply not a matter of
choosing between languages or preserving the purity of the Mongolian language in the face of
globalization and cultural change. It is instead intricately and inexorably tied up with identity
performance as one figures out what it means to be (an authentic) Mongolian in a globalizing
world.
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Chapter 7: English, Access, and Neoliberalism in Post-Communist Mongolia
7.1

LINGUISTIC CAPITAL & ENGLISH AS A COMMODITY IN MONGOLIA
English plays a vital role in the spread of the capitalist agenda and the neoliberal ideology

throughout the world, and plays a special role in both Asian and post-communist contexts,
including Mongolia. In these contexts, English, particularly in its standardized American or
British form, is recognized as valuable linguistic capital (Bourdieu, 1986, 1991) and often treated
as a commodity (Lu, 2004; Prendergast, 2008). As Prendergast (2008) puts it: “at the millennial
moment, people around the world are buying into English, investing their money and time in it,
hoping for a favorable outcome” (p. 1). English is recognized as the key to access the
information and products of the international socio-economic world, and increasingly, as the key
to economic mobility within one’s local sphere as well (Prendergast, 2008).
Linguistic capital is a form of what Bourdieu (1986) calls “cultural capital,” capital that
can nearly always be directly linked to actual economic advantages and disadvantages in a social
field and which also takes time, effort, and usually economic capital to acquire. For Bourdieu
(1991), having linguistic capital means having access to an appropriate linguistic repertoire for a
given situation or field and also having the ability to recognize how to most effectively use
language in specific situations in order to have the most favorable outcome. Having the
appropriate linguistic repertoire and being able to employ it effectively constitutes the
accumulation of linguistic capital, and the degree to which one possesses linguistic capital can
depend upon the distribution of other forms of capital and thus mark a person as belonging (or
not belonging) to a particular group or class (Bourdieu, 1991). English, in its various forms,
clearly fits with this definition of linguistic capital, as it pertains to certain fields, such as
international relations, global media, the professional workplace, and education. Those with the
right kinds and amounts of linguistic capital in the form of English tend to prosper in these fields,
while those without it seek to obtain it.
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While Bourdieu (1986, 1991) recognizes that language practice is often organized
according to the logic of economics, he sees it as an embodied rather than an objectified form of
capital; in other words, language practice is not an object that can be exchanged in the same way
a product might be. Instead, it must be accumulated through time and effort (Bourdieu, 1986,
1991). However, language is very often commoditized, meaning that it is recognized as a
discrete object, which a person can own. Lu (2004) argues that the “commodity approach to the
relationship between English and its users” is “one in which the acquisition of a language,
whether a standardized or peripheralized English, is associated with the image of someone first
buying or inheriting a ready-made, self-evident, discrete object – a tool (of communication) or a
key (to success) – and then learning to use that object like an expert” (p. 25). Once people obtain
this product “English,” they may then use it to improve their financial situation and/or status in
the global and local market economy.
Indeed, this view comes from the fact that today, around the world, English language
skills are required for many professional-level jobs, participation in international organizations,
gathering information, engaging with popular culture, and navigating digital technologies and the
Internet. Because of this, English is seen “as a pathway to economic mobility” (Prendergast,
2008) or as then prime minister of Mongolia, Tsakhia Elbegdorj described it, as “opening
windows on the wider world” (qtd. in Brooke, 2005). However, this belief in English as the
“global language” or “key to success” has led to the false belief that if one can only obtain the
commodity English, then he or she will “have equal access to the worlds’ information it
encodes” (Prendergast, 2008, p. 128) or equal access to economic resources. Canagarajah (2013)
argues that these beliefs have led to the “frenzied acquisition [of English] in many countries, as
governments prepare their citizens for higher education and professional advancement and, thus,
migration and remittances as the path to development” (p. 159). Because of this view, “people in
newly capitalist countries have had little choice but to throw themselves into learning [English];
as a result, an industry emerged to accommodate their new ‘need” (Prendergast, 2008, p. 8). This
industry, based on the commodity view of English, tends to advertise English as easily
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attainable, if only one can afford the cost of admission to the private language school, new
computer software, or the latest textbooks.
The commoditization view of English has been pervasive in Mongolia after
democratization in 1990, as evidenced through the proliferation of private English language
schools and textbooks in the country as well as through the language policies developed at the
level of the nation-state. As with most other post-communist countries, where Russian had
dominated as the lingua franca for decades, Mongolians quickly discovered that it was English,
not Russian, that was necessary for communication with the outside world and participation in
the global market economy (Cohen, 2005). English was also the language used by the
international aid organizations and NGOs operating in Mongolia and the language of the global
media and popular culture to which Mongolians gained access post-1990 (Cohen, 2005). It
wasn’t long before English was required in primary and secondary schools and taught as both a
subject and as a content language for other disciplines in universities. For all of these reasons,
Mongolians began to see English proficiency as a valuable skill for academic, professional, and
interpersonal reasons, and many felt that obtaining it would help their chances to secure
employment both in Mongolia and abroad (Cohen, 2005).
However, Mongolians, like those in many other parts of the world, are also subject to the
reality that access to English is not readily available for everyone, despite the efforts of the
government or NGOs. Prendergast (2008) claims that “as long as English remains central to the
market, it will be used to create information asymmetry – and used most efficiently by those
already on top” (p. 129). Thus, the wealthy with the economic and social capital necessary to
gain entrance into the private English language schools, English-medium schools, or even
schools abroad in English-speaking countries have an advantage over those in public schools in
Mongolia, as elsewhere. While the situation is improving, public schools in Mongolia,
particularly those located in rural areas or ger districts, still lack qualified English language
teachers and quality teaching materials (Cohen, 2005). Because the wealthy have access to a
better English language learning environment and because they also often have access to other
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elite sources of English experience, such as interaction with speakers from English-speaking
countries, they also tend to have access to elite forms of English, such as the standard American
or British forms, thus securing that they obtain the “right” kind of English for continued
economic privilege.
The elite, in Mongolia, as elsewhere, will often have access to the kinds of “literacy
sponsors” (Brandt, 1998) that promote their English language learning, while those in poorer
communities will have a much harder time gaining access to these sponsors. Brandt (1998)
argues that literacy sponsors “are any agents, local or distant, concrete or abstract, who enable,
support, teach, model, as well as recruit, regulate, suppress, or withhold literacy – and gain
advantage by it in some way” (p. 166). Since literacy, and in this case, English language literacy
in particular, is viewed as “a valued commodity in this economy, a key resource in gaining profit
and edge,” it becomes an arena for competition, inclusion, and exclusion (Brandt, 1998, p. 169).
In order to gain access to these English language literacy sponsors, those who are not from elite
backgrounds will often make big compromises, such as migrating from a rural to an urban
center, and will undoubtedly be forced to compete with one another for a limited number of
opportunities (Brandt, 1998; Lu, 2004; Prendergast, 2008). Since many will never gain access to
English, especially its elite varieties, this structure helps to ensure that the elite will stay in
positions of power that require English language knowledge, such as in management or
government positions, while the non-elite will be by and large excluded from these privileged
domains (see for example Clayton, 2007 on Cambodia; Rahman, 2007 on Pakistan; and Sonntag,
2007 on Nepal).
Furthermore, literacy sponsors, or those who “deliver the ideological freight that must be
borne for access to what they have” operate within spheres of power and privilege and often
function as ambassadors of particular ideologies (Brandt, 1998, p. 168). In the Mongolian
context, the sponsors of English language literacy tend to also carry the neoliberal ideology
undergirding the development narrative and impart its values of competition, self-empowerment,
and individual freedom of choice on those sponsored. As Villanueva (1993) argues, liberalism is
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“an ideology that has at its base the belief that change is an individual concern, a matter of
pulling one’s self up by the bootstraps, that all that is needed is to provide the conditions that will
facilitate the pull, enough elbow room” (p. 121). The aid organizations, as shown in Chapter 6,
tend to operate under this assumption, especially as they shift away from the emergency aid
model. The failure, then, of people, despite economic or social class, to obtain a high level of
proficiency in English is seen as a matter of individual, not structural, failure. Those who do not
succeed, in this view, simply did not compete hard enough or work hard enough to earn the
linguistic capital necessary for that success.
Yet, many in peripheralized communities – “peoples stratified by labels such as NativeSpeaking, Educated, Developed Countries, or Democracy and their Others” (Lu, 2004, p. 20) –
continue to find that access to quality English language learning is denied to them, or, if they do
manage to acquire access, that their development of English language competency does not
necessarily unlock the other doors that are closed to them, such as access to well-paying jobs or
opportunities to study abroad. In an extended example, Prendergast (2008) describes the English
language learning experiences of Slovakians who, post-communism, too often found “that
English was never enough” (p. 12) or that “English had become ‘the extra stamp,’ another
bureaucratic hurdle to ensure that vital information would remain fully available only to a select
well-placed few” (p. 18). Prendergast (2008) concludes that her participants’ experiences
demonstrate that while English is advertised as the “global lingua franca” necessary for
economic mobility, the reality is that English often works to privilege a few while continuing to
peripheralize the rest.
7.2

THE ENGLISH ACCESS MICROSCHOLARSHIP PROGRAM AND NEOLIBERALISM
Appadurai (2013) posits that “post-1989, the world seems marked by the global victory

of some version of neoliberalism, backed by the ubiquitous presence of the United States and
sustained by the common openness to market processes of regimes otherwise varied in their
political, religious, and historical traditions” (p. 153). Since the democratic revolution in
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Mongolia, the United States has certainly maintained a strong presence, particularly in the form
of aid. While Mongolia also receives foreign aid from international organizations such as the
World Bank and from other nation-states such as Japan, Germany, and Australia, the United
States government as well as U.S.-based Non-Governmental Organizations (NGOs) have
provided a significant amount of aid to Mongolia since the early 1990s (Addleton, 2013).
In particular, the United States Agency for International Development (USAID) has
provided Mongolia with significant assistance over the past two decades. As Addleton (2013)
notes, “during the period 1991 to 2011, the total USAID grant funding to Mongolia exceeded
$220 million, with approximately half of this amount for economic growth” (p. 61). While
USAID funding initially provided emergency relief for Mongolia, later projects have focused on
economic sustainability (Addleton, 2013). The United States introduced the Millennium
Challenge Corporation (MCC) to its repertoire of foreign aid organizations in 2004. The MCC
“provided grant funding aimed at addressing economic growth through poverty reduction, with
an explicit focus on countries demonstrating a sustained commitment to good governance,
economic freedom, and investments in people” (Addleton, 2013, p. 80). Offering Mongolia $285
million in grant funding over a five-year period, the MCC has provided support for development
in infrastructure, energy, education, health, property rights, and the environment (Addleton,
2013, p. 81). The development model supported by USAID and the MCC could be considered
consistent with the Washington Consensus, a term coined by Williamson (1990) to label “the
economic policies that Washington urges on the rest of the world” which may be described as
“prudent macroeconomic policies, outward orientation, and free-market capitalism” (para. 44).
This development model was later described as “neoliberalism,” a pejorative term used by
scholars to denounce this model as problematic, particularly for those most directly affected by
these policies (Dingo, 2012).
Along with the economic aid, Western political, social, and economic values have been
encouraged among the Mongolian people. These U.S.-based foreign aid organizations, whether
funded by the government directly, indirectly, or not at all, tend to support a neoliberal ideology
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that extends beyond its economic definition to include “how individuals ought to act,” which
“trickles into our everyday lived experiences . . . and manifests within particular values:
entrepreneurship, competition, individual choice, self-interest, and self-empowerment” (Dingo,
2012, p. 10). For example, as Addleton (2013) points out, there is very little aid provided for
Mongolians studying abroad in the United States, and most depend upon their own funds or
scholarships to cover the costs of their education. Instead of providing more direct financial aid
for qualified students to attend American universities, the United States supports programs aimed
at helping Mongolians secure scholarships or other financial resources to pay for their college
education in the United States. Initiatives such as Educational Advising and Resource Centers
(EARCs) who provide access to information and advising for those interested in pursuing a
degree in the U.S. are a clear example of this development strategy. This aid structure provided
by the U.S. supports the neoliberal ideology based on values such as competition and selfempowerment, or as Addleton (2013) puts it, “personal initiative” (p. 127).
The English Access Microscholarship program, sponsored by the United States
Department of State, was officially launched in 2004 in countries with large Muslim populations.
The program provides intensive English language instruction, educational advising, standardized
test preparation, and cultural activities for disadvantaged youth (13 – 20 years old) in developing
countries. Since its inception, it has served approximately 95,000 young people in 85 different
countries (USDOS, “English Access,” 2015). The Access program was initiated in Mongolia in
2006, with full programs in Ulaanbaatar, Dornod, and Khovd, and an annual summer camp in
Bayan-Ulgii. The program is supported by the U.S Embassy in Ulaanbaatar and hosted by the
Educational Advising and Resource Center (EARC), an NGO under the EducationUSA
umbrella. In 2010, the program expanded its reach to serve students with hearing and visual
disabilities, and this special Access program was hosted by the Mongolian Education Alliance
(MEA). In 2014, the American University of Mongolia also began hosting the Access program.
Each cohort of Access students spends two years in the program, and currently five cohorts have
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graduated. In Ulaanbaatar, the first four cohorts consisted of twenty students each, and the fifth
cohort was increased to sixty students.
A United States Department of State (USDOS) report (2007) evaluating the Access
program described the program’s main goals to be “for students to gain an appreciation for
American culture and democratic values, acquire sufficient English language skills to increase
their ability to successfully participate in the socio-economic development of their countries, and
improve their chances of participation in future U.S. educational and exchange programs” (vi).
Like all development initiatives sponsored by the U.S. government, the goals of the Access
program are not simply altruistic; they also aspire to improve views towards the United States
abroad, particularly among marginalized groups who may have a negative acculturation response
to the global changes affecting their lives (see Chapter 2). The report found that “the
overwhelming majority (87.5%)” of Access program students who responded to the survey
“report a more favorable or much more favorable view of the American people; and more than
half (54.3%) report a more favorable or much more favorable view of the U.S. Government” (p.
vii, bold in original). This indicates that the Access program is rather successful at meeting this
goal.
The structure of the program and the more specific goals for the participants helps to
support these broader diplomatic goals. First, the Access program is flexible and designed to
“respond to the needs and constraints of the local communities” (USDOS, 2007, p. xi). This
allows those administering the program to make sure that it is relevant to and effective for the
population it serves while demonstrating the importance of individuality and tolerance of
different views. While overall programmatic goals remain the same, each country and host
institution can choose to provide services in different ways in order to achieve these goals,
depending on what will work best for their participants. Thus, the program offered by EARC in
Mongolia differs in various ways from those in other countries. For example, the Mongolian
program includes computer and Internet training and experiences for participants, selfdevelopment sessions focused on interpersonal relationships, guest lectures, and lessons focused
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on Mongolia so that participants may learn how to share knowledge of their country with others
(Educational Advising and Research Center [EARC], 2009, p. 11-12).
Second, the Access program emphasizes a student-centered curriculum with a
“participatory classroom experience” that encourages “critical thinking skills” (USDOS, 2007, p.
x). This is very different from the teaching and learning style that many of the students in the
program experience at their regular school, particularly in post-communist countries like
Mongolia. Encouraging students to think for themselves and voice their opinions is a very
democratic approach to education that demonstrates the importance of individual thought, debate
and discussion, and even challenging authority. Furthermore, experience with those from
different backgrounds and places tends to increase feelings of empathy with others and promote
a cosmopolitan disposition (see Chapter 2). While many program instructors are locally trained
teachers, others are from the United States with degrees in Education and Education-related
fields, and many programs also include guest lecturers and other opportunities for students to
connect with American people. The experiences that students have with individuals from the
United States, combined with U.S.-centered cultural activities and the emphasis on critical
thinking skills all work together to encourage the Access students to feel a stronger connection
with the U.S., which could help to explain the high percentages of participants claiming a more
favorable view of American people, if not their government in the report.
Additionally, along with English language acquisition and a greater understanding of
American culture, government, and people, Mongolia’s Access program emphasizes personal
growth, community service, and leadership. These are objectives suggested by but not
highlighted in the overall agenda of the transnational Access program. The EARC (2009) report
on the Access program in Mongolia includes Personal Development as the program’s third
general objective: “Various elements of the program seek to foster students’ personal
development. The aim is to work towards a balanced intellectual and emotional development so
that students will be better prepared to assume an active role in their communities” (p. 4). The
hope is that graduates of the Access program will be able to contribute to their communities as
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role models, leaders, and teachers of English and American culture. A less explicit goal of the
overall Access program is that the participants will share their knowledge, beliefs, and
experiences with their family, friends, and community, thus helping to ensure that the objective
of increasing favorable views towards the U.S. and American people spreads beyond the
program participants. The USDOS (2007) report found this to be the case: “the benefits of
increased mutual understanding extend beyond the Access students to include their families and
friends” (p. 100). This allows the Access Program to meet its larger diplomatic goals.
The participants are selected for the Access program through a rigorous application
process. Applicants must provide documentation certifying their income or status as
“disadvantaged.” In Mongolia, this means providing their parents’ income information as well as
proof of residence in one of the city’s ger districts. In addition, applicants must provide a writing
sample in English, earn a passing score on an English language exam, and interview with staff
and/or instructors. Participants are selected by host institution staff, embassy staff, and Access
instructors based on their qualifications and application materials. This process helps to promote
the values of competition, hard work, and individual achievement, as not all candidates are
selected. Furthermore, competition is encouraged throughout the program and beyond as
students compete in English language Olympiads and apply for scholarships, university
acceptance, and jobs (see, for example, the “Access Student Achievement List,” Embassy of the
United States, 2016).
The Access program is advertised as giving participants a competitive edge as they strive
to contribute to the “socio-economic development of their countries” and participate “in future
U.S. educational and exchange programs” (USDOS, 2007, p. vi). The Access program enables
disadvantaged youth “to take advantage of opportunities that had previously been unavailable to
them” (EARC, 2009, p. 3). Those surveyed for the USDOS (2007) report claimed that the
Access program helped them to meet professional, academic, and personal goals, including
“[participating] in English conversations, [obtaining] better jobs, [understanding] Englishlanguage websites, and [applying] to college or university” (p. 97). Aside from having the
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language skills necessary to take advantage of these opportunities, Access students were also
seen to have increased self-confidence as well as “curiosity and open-mindedness . . . to new
ideas and knowledge” (USDOS, 2007, p. 103). The cultivation of these qualities along with the
English language skills has allowed them to reach other academic and professional goals. Yet,
the emphasis of the program remains on inculcating values such as hard work, competition, and
perseverance, values that are often, though not always, rewarded in the neoliberal ideoscape of
modern globalization.
7.3

ACCESS AND NEOLIBERAL VALUES IN PARTICIPANT EXPERIENCES
Like many young people in Asian, post-communist, and developing contexts, the

participants in this study tend to view English as the key to intercultural communication and
academic and professional success, a view that has developed over the course of their lives and
has been influenced by a variety of sources, including the media, their parents and teachers, and
most notably, the English Access Microscholarship program. Prior to attending Access, the
participants had limited access to quality English language education, since they had to depend
on the public school system in the ger districts where they lived to provide instruction. Cohen
(2005) notes that despite the Mongolian government’s attention to English in their postcommunist education policy, there remained a “lack of qualified teachers [and] English
materials” to support the goal of increasing the English language literacy of the country’s student
population (p. 209). In their interviews, the participants describe their experiences in the English
language classroom at their secondary schools as heavily focused on grammar exercises and
delivered through an emphasis on memorization. They also point out that the same topics were
covered from year to year and that listening and speaking skills were not stressed.
However, all of the participants had developed an interest in English through other
sources, including the media, popular culture, and encouragement by their parents, and many
reported that they were strong in the subject at school. When the Access program presented itself
as an option, through recruiting efforts and advertisements, these students chose to apply. When I
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asked them about their reasons for applying to Access, they all provided different answers that
revealed motivation based on the pervasive notion that English is the key to success. Amy was
perhaps the most direct in this regard, answering: “Because I wanted to learn English and I knew
that, actually, you know . . . for those who learn English, like who speaks English, there are more
opportunities” (Interview). Holly also acknowledged the value that the Access program had,
recognizing that it had the potential to offer an English language learning experience that would
otherwise be unavailable to her: “I just, I just applied. Immediately” (Interview).
The other participants had the Access program brought to their attention by their parents,
family members, and/or teachers. While these students may not have recognized the value of the
Access program as quickly as Amy and Holly, others in their lives did. Brooke’s mother
suggested she apply, and Alice’s older sister, who was originally supposed to be the applicant,
encouraged Alice to apply instead. Ray was more resistant to applying, but his English teacher
and especially his mother compelled him to apply. He recalls: “Well, it’s very funny. It wasn’t
my decision to apply for Access. It was my English teacher and my mother’s decision”
(Interview). He elaborates: “My mother persuaded me, REALLY persuaded me to get to Access
program, and honestly, I was afraid cause I didn’t think I was that good enough” (Interview).
However, despite this fear, Ray still felt that applying was a worthwhile endeavor, and he clearly
recognized the Access program as a valuable sponsor of literacy: “My goal was to go abroad and
to study abroad, and I could just feel, like in some way, this is the way to get there” (Interview).
For the participants in this study, the Access program has served as a powerful literacy
sponsor (Brandt, 1998). As a literacy sponsor, the Access program not only provided the
participants with an opportunity to learn English through quality instruction, including access to
well-trained teachers and well-designed textbooks from the U.S., but it also provided informal
instruction in the neoliberal values such as competition, hard work, perseverance, and self
improvement that would help them to take advantage of the opportunities opened up to them in
the global economy, due to their improved English language skills. As Brandt (1998) notes,
literacy sponsors “represent the causes into which people’s literacy usually gets recruited” (p.
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167), and in the case of the Access program, the cause is the promotion of democracy,
capitalism, and the neoliberal ideology that supports these in the developing world (see section
5.3).
7.3.1 Competition
Much of the discussion concerning the Access program in interviews with the
participants suggests that competition was a part of their experience with Access. To a certain
extent, many of these students had already begun to develop a sense of self-confidence based on
their differentiation from others, as they had been recognized by their teachers as being strong
students, had won academic Olympiads, and had even been selected for special programs before.
However, despite the self-confidence regarding their academic abilities, particularly in relation to
English, which they had gained in their secondary school classrooms, they felt anxious during
the application process for the Access program and humbled when they first began classes, often
pointing out how the others were better than they were:
Alice: “When I just attended Access class, I just felt so different. Those students
were so similar to me and most of them was better than me at English and also at
other things” (Interview).
Brooke: “In Access program, I was kind of bad student maybe. Like there was a
lot of good students, even I was pretty good in my class, like in Access, it’s
different. There’s a lot of student who is really good at English” (Interview).
When the participants recognized that the field had changed, that they were now in a
class with others who were motivated to learn English and who already had a higher level of
English language skill than their secondary school peers, instead of dropping out or developing
negative self-esteem, they all saw the experience as an opportunity to learn from each other and
grow:
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Alice: “After I attended to Access and after I started to learn from others . . . I just had
another door open and I just needed to develop and I just needed to learn from others”
(Interview).
Brooke: “So it was a good opportunity to study with that kind of student and then learn
from them” (Interview).
Ray remembers working really hard in the first month of Access to develop his language skills,
and while he notes that his mother pushed him to work hard, he also describes his competitive
motivation in much detail:
“I don’t know what you call it in English, but we have some kind of personality, where
you’re really jealous of other people doing something very well, but you’re not, you don’t
want to harm them, but you want to get better from them. So I had that kind of feeling in
me” (Interview).
Thus, the Access program, for these participants, served to provide a context for what they
viewed as healthy competition, or competition that encouraged them to work harder and learn
from each other.
Furthermore, through the course of the program, the Access 3 cohort began to cohere as a
group and to differentiate themselves from their peers who were not Access students. When
discussing Access, for example, Holly uses the pronoun “we,” not only to show affinity with the
other Access students, but also to differentiate this group from other peers: “We were able to
know about a lot of things that, you know, high school students don’t know” (Interview).
Furthermore, despite the original feelings of insecurity at joining a group of strong English
language learners, there was also a sense of accomplishment that membership brought for some
of the participants, like Brooke who notes: “Lot of students participate and then just 20 students
got accepted right, so, it was kind of, like inspiring that I’m passed because there’s lot of students
that tried but failed, so it encouraged me to learn more and think about myself more selfconfident” (Interview). Alice also points out that the program helped her to feel more confident
in her English language abilities outside of the Access class: “I just started to see me just better
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than others after graduating Access because we were just studied for English for two years in just
15 in the class” (Interview). Their membership in a select group of high achieving language
learners allowed them to develop confidence in their abilities based on their differentiation from
non-members.
Moreover, the accumulation of linguistic capital in the form of advanced English
language skills allowed the participants to identify with a particular group of individuals in
Mongolia and the world, those who could speak English effectively. It allowed them, in some
ways, to position themselves as members of an elite class who had access to this kind of
opportunity and to garner respect and admiration from others around them. In one way or
another, they all agree that knowing English has raised their status in particular contexts. At the
same time, however, it provided them with the ability to differentiate themselves both from those
peers who could not speak English at an advanced level and those who had gained this advantage
through their financial connections rather than their own hard work and sacrifices. In other
words, being Access students and eventually alumni provided them with a particular kind of
status among their peers, and became a point of pride for them. They had earned their
membership through a competitive process based on ability and merit and maintained their
position through hard work and a drive for self-improvement.
On Facebook, where the participants are connected to one another as well as to family
members, high school and university friends, teachers, foreign connections, and others, they
perform their identities as Access students by membership in groups related to Access,
acknowledgement of participation in Access in the “Education” portion of their profiles, and
occasional use of the hashtag #Access 3 in their posts. It is also clear that the participants have
maintained contact with one another since graduating, as evidenced by pictures of them together
and posts on each other’s timelines. However, despite these references, they post less frequently
about Access today than they did while attending the program and immediately after graduating
in 2011. This is perhaps because the Access program provided a foundation on which they built
new identities based on their English language learning.
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7.3.2

Hard Work, Perseverance, and Self-Improvement
Perhaps more so than competition, the Access program encouraged the values of hard

work, perseverance, and self-improvement, and the participants developed these values
throughout the program and into their academic, professional, and personal lives following
graduation. For example, one of the goals for the Mongolian Access program, under the
“personal development” node is to “develop a sense of responsibility and concern for quality as
students participate in projects with clearly established goals and standards” (EARC, 2009, p.
11). This particular aim seeks to support students’ development of a sense of pride in their work
based on their effort and attention to the projects with which they engage. For the participants,
developing English language proficiency was one such project that they quickly learned required
determination, sincere effort, and self-sacrifice.
First of all, to receive the English Access Microscholarship, students had to commit to
attending classes at EARC in the center of Ulaanbaatar four days per week for an hour and a
half. This was challenging for students who lived in the ger districts outside the city center,
because they often had to commute long distances on public transportation to get to and from
EARC, sometimes up to an hour one way. Furthermore, the Access students still had to attend
their regular classes, do homework, participate in extracurricular activities, and take care of
family responsibilities. Alice explains how difficult it was to fit Access classes into her schedule:
“When I just started to study in Access program, my school was started in 1:30, and the Access
program was also starting in 3:00, so I just needed to skip my lessons” (Interview). However,
instead of skipping her lessons or turning down the Access program, Alice chose a more
innovative solution: “There were several students like me so we just talked to the staffs and . . .
we five just formed another class to study in the morning in 10 to 12” (Interview). Overall, the
participants made sacrifices of their time and energy in order to attend Access classes, which
they did consistently for two years, without many absences.
Furthermore, they also recognized that they would need to work hard in the program in
order to acquire the English language skills they desired. Alice, for example, realized that in
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order to grow as an English language learner and to keep up with those in her class as well as
compete with others outside the program, she would need to work hard: “Choosing to try hard
was key to develop my English well in that time” (Questionnaire). Ray also “chose to try hard,”
but only after considering dropping the program when he found he could not understand the
American teacher or the textbook used in the Access class. His mother convinced him to really
give a sincere effort for one month, and, if after that period he still wanted to quit, she would let
him. So, Ray agreed: “I tried really hard for a month . . . Translate everything in the book. Like
every words you don’t understand. Every sentence” (Interview). Through their hard work and
perseverance, the participants began to see results as they developed proficiency in English, and
so they continued to carry this attitude with them into their academic, professional, and personal
endeavors beyond the Access program.
Also, while they recognize the teachers in the program as well as the other students for
supporting their learning, some of the participants also emphasize self-determination as a key
factor in their English language development, before, during, and after attending Access. For
example, Ray emphasizes his own efforts outside of the classroom in contributing to his learning.
During the month-long period when he “chose to work hard” instead of giving up on the Access
program, Ray argues: “I just didn’t care about what I was understanding it or not at the time
when teacher was teaching us, but all in my mind was just ‘go home and do it by yourself . . .
just do it by yourself . . . but for me, yeah, I had good teachers, but in order to understand them, I
need to take extra effort” (Interview). For Ray, the fact that he learned English through this extra
effort serves as a point of pride: “The fact that I learned English by myself (working hard) makes
me feel proud and confident” (Questionnaire).
In her questionnaire, Brooke indicates that the Access program gave her “a real passion
to learn English.” She recounts: “After I graduated Access program, I used to go the library after
school and study there until 6-7p.m. Even if it’s a weekend I used to go to the library too. And
there I used to read English books and write down all the new words I don’t know and study
from TOEFL books etc. I’d never been told by someone to go to the library and study there. It
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was all about my passion” (Questionnaire). Here, Brooke is discussing how the Access program
not only provided her with English language training but also a strong motivation to continue her
studies, even without the supervision or support of others. All of the other participants relate
similar stories of their drive to develop their English language skills during the Access program
and after graduating.
The participants often communicate a desire to continue their English language learning,
particularly as they enter new fields that require more advanced proficiency, such as Englishmedium universities, universities abroad, intense interactions with speakers from Englishspeaking countries, and special programs at home and abroad. Furthermore, they express a desire
to improve particular language skills, such as pronunciation and academic writing, while also
striving to meet the standards of elite versions of English. Some of the participants are especially
focused on acquiring highly advanced English language skills and are particularly sensitive about
making “mistakes,” especially in more elite contexts such as discussions with “native English
speakers,” experiences abroad, and academic settings. In our interview, for example, Ray vented
his concern with “making mistakes” while conversing with me and argues that this concern may
be a result of the fluency he feels is expected of him in his work as a tour guide: “Every word,
everything going out of my mouth, I just, I keep track of them, whether it’s right or
grammatically, so sometimes, like, ‘gosh, I made mistake there” (Interview).
He believes that he needs “to have some kind of mindset that I shouldn’t make mistake
and that’s the way, how you get better, I think, so I don’t allow myself to make mistake . . . I
always battle with myself inside” (Interview).

For Ray, then, aspiring to speak English

“correctly” is connected to his determination to continue learning and improving, even though it
is frustrating and difficult, a real “battle” with himself. Similarly, Holly relates a desire to speak
English “perfectly” (Interview). When I ask her what speaking English well means to her, she
replies: “Well, for me, it means like how to not make mistakes while talking . . . but I sometimes
make mistakes myself . . . so, I want to study it very well, and sometimes I pronounce words
wrong and I want to fix that . . . and yes, I just want to speak English perfectly” (Interview). She
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then asks me if I think it will be difficult. Like Ray, for Holly, the desire to reach a level of
“perfect” fluency in English motivates her to continue studying.
7.4

NEOLIBERAL VALUES REFLECTED IN IDENTITY PERFORMANCES ON FACEBOOK
The belief that working hard and persevering in the face of difficulty and frustration

make the difference between success and failure is also a prominent theme in the Facebook
profiles and posts of the five participants in this study, in relation to their own endeavors and
those of others. They often share inspiring quotes and develop their own statements related to the
values of hard work, perseverance, determination, and self-improvement in a variety of contexts
on Facebook. In this way, they are performing identities that take these values seriously, that use
them as guides for their lives, and that believe deeply in their ability to lead them to success. In
particular, in moments of vulnerability, such as disappointment at not being accepted into a
particular program or not earning a high score on an important exam, sharing posts that highlight
the importance of these values serves to encourage them while also demonstrating resilience to
those in their network.
Just as lists of “likes” can serve as “taste statements” (See Chapter 5), the “About”
section on a user’s Facebook profile can operate as an overt “identity statement.” Such a
statement works to display the characteristics, experiences, and values of the individual to his or
her network, but as part of an identity performance, the statement also serves to solidify these
qualities in the individual him or herself. When individuals engage with the identity they have
created in their online profile, which is usually what Yurchisin et al. (2005) call a “hoped-for
possible self” (See Chapter 5), users can begin to actually see themselves in this way and strive
harder to make those elements of their identities more robust in their offline worlds as well.
While all participants include listed items that indirectly support their identity statement, such as
educational background and languages spoken (four include English), many also directly share
neoliberal values in their “About Me” and “Favorite Quotation” sections.
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For instance, Holly’s “Favorite Quotation” is a statement by Winston Churchill:
“Success is not final, failure is not fatal. It is the courage to continue that counts” (Holly,
“About,” 2014). With this quote, Holly is reminding herself and others that perseverance, in the
face of both failure and success is important. Furthermore, the quote suggests that perseverance
is what defines courage, another value that is prized in a capitalist market, where risk is often
necessary for mobility and success. One of Brooke’s three “Favorite Quotations” reads: “Таны
төлөө хамгийн ихийг хийж чадах хүнийг та зөвхөн толинд л харж чадна,” which translates
to “Only in the mirror can you see the person who can do the most for you” (Brooke, “About,”
2014). This quote supports the value of self-empowerment and the importance of believing in
oneself. It also stresses self-reliance, arguing that while others can help, you must be the one to
do the work in order to succeed. Amy’s “Favorite Quotation” is “Don’t start your day with the
broken pieces of yesterday!” (Amy, “About,” 2014). This quote emphasizes the importance of
perseverance and looking forward, which are key to success in a competitive world where failure
is likely.
Furthermore, while the identity statements they make on their “About” pages regarding
neoliberal values do contribute to their overall identity performances on Facebook, the reality is
that the “About” page does not show up on their friends’ newsfeed and also tends not to change
too much over time. Thus, the “About” page does not serve to reinforce these values throughout
the user’s Facebook experience, since neither friends nor users themselves tend to engage with
this part of Facebook frequently. Consequently, for these statements to hold significance for the
identity statement, they must be supported by posts that do appear in friends’ newsfeeds and on
the timelines of the users themselves. All five participants do post images, videos, and quotes,
along with their own status updates, that serve to reinforce the neoliberal values of hard work,
competition, and perseverance, both as encouragement for themselves and for others as well.
Amy’s status updates, for example, often include sayings – in English or in Mongolian –
that emphasize these values. On October 30, 2013, for instance, she wrote:
“Араатнууд дунд араатан шиг байхгүй бол бариад идчихнэ шүү дээ.”
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(Translation: If I don’t act like a wild animal among wild animals, they’ll just eat me.)
(Amy, post, October 30, 2013).
This quote emphasizes the importance of competition and aggression for surviving in an
environment where everyone is competing for the same things. On November 11, 2013, she
posted “No pain, no gain!” which highlights the necessity of hard work and sacrifice in order to
obtain one’s goals. And, on April 17, 2014, she writes: “Don’t help the people by yourself. Help
people to help themselves.” This quote clearly reflects the neoliberal development attitude that
individuals should be provided with opportunities to “pull themselves up by the bootstraps”
rather than with direct aid. In her interview, Amy points out that she posts things that she thinks
others may also be interested in, which suggests that she sees these quotes as helping to inspire
others who may feel discouraged, who may share her opinion, and/or may support her when she
feels discouraged. They also serve to contribute to an identity statement, highlighting those
values she wants others to see her possessing while also reinforcing her own attitude toward
these beliefs.
Alice, who holds a leadership position in the international student organization AIESEC,
frequently uses her personal Facebook page to post flyers for upcoming events and to write
status updates directed to the members of the organization. This organization, like the Access
program, seems to promote neoliberal values, and so Alice’s posts regarding the organization
also reflect these concepts. For example, one of the AIESEC flyers she reposts uses the quote
“Opportunity does not knock. It presents itself when you beat down the door,” by American
actor Kyle Chandler to promote Career Week (Alice, post, November 15, 2013). This quote
clearly emphasizes the importance of assertiveness, even aggressiveness, in seeking out and
obtaining opportunities. Because of its use to promote Career Week, it suggests that this value is
of particular importance in the competitive job market. Additionally, in one post related to the
selection of an applicant for an outgoing exchange program, she also spends time reaching out to
those who were not chosen: “Don’t give up guys. This wasn’t the only chance for leadership life
gives. Opportunities are always there, waiting for you to challenge and change. I know you guys
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have the potential to grow. So find the opportunities rather than waiting and grab them
confidently!” (Alice, post, May 11, 2014). Here, Alice provides those not chosen for the
exchange with encouragement in the form of the values of self-improvement, perseverance, and
taking action.
By performing identities as hard-working, competitive, goal-oriented, and motivated
individuals on Facebook, the participants create a rhetorical space for mobility in a neoliberal,
capitalist global environment. On the one hand, they often use Facebook to provide others with
encouragement through the promotion of neoliberal values such as hard work, perseverance, and
self-improvement, while on the other hand, they use the space to distance themselves from the
ger districts and their neighbors with different life trajectories.
7.5

ACCESS, ENGLISH, AND THE CAPACITY TO ASPIRE
At first glance, it may seem problematic that the participants in this study appear to have

absorbed and often reflect the neoliberal values promoted by the Access program, the foreign aid
organizations, and the U.S. government working in Mongolia. Neoliberalism, as an ideology that
guides “how individuals ought to act” and which “manifests in particular values:
entrepreneurship, competition, individual choice, self-interest, and self-empowerment” (Dingo,
2012, p. 10) serves to support its economic counterpart in capitalist development models that
tend to favor the elite while failing to support the disadvantaged. Indeed, the development
structure supported by foreign aid in Mongolia tends to serve the purposes of global capitalism,
resulting, at least thus far, in the increased wealth of a few and the continued disadvantage of
those living in the ger districts. The neoliberal ideology serves to support this by suggesting that
opportunities are available but that the disadvantaged must be willing and able to compete, work
hard, persevere, and improve themselves in order to take advantage of these opportunities.
The inspirational quotes and other neoliberal messages that the participants post on their
Facebook pages serve as encouragement for those, including themselves, who are navigating this
complex world of opportunity seeking and attainment. Yet, as Villanueva (1993) points out,
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while “individuals do need encouragement, . . . that encouragement needs to be balanced by a
recognition of, and a change in, the conditions that effect us all” (p. 121). It is not enough,
Villanueva (1993) argues, to encourage individuals to reach for opportunities, when the system
in which those opportunities are embedded is based on, even dependent upon, inequality. A
program like Access, at least on the surface, provides a small number of disadvantaged
individuals with the chance to, in one respect, level the playing field with those from elite
backgrounds. It provides a high level of English language training that they would otherwise not
receive in the public schools in the ger districts. It also serves, on a number of levels, to
encourage participants to cultivate the qualities that will help them to compete with others and
advance in the market, despite their original disadvantages. Yet, due to its competitive
application process, and criteria for selection based on the applicant’s current level of
achievement and English language skill, the program is likely to draw students who are already
motivated and have some positive educational support in their lives, such as parents or teachers
who serve as positive literacy sponsors while leaving behind most others.
Moreover, while the Access program provides the encouragement to reach for new
opportunities along with the skill set necessary to attain these goals, many of the participants
have found that they have been unable to reach their goals due to systematic inequality rather
than individual failure. For example, two of the participants, Ray and Holly, were accepted to
American University in Bulgaria (AUBG) and even awarded partial scholarships; however,
Ray’s scholarship only covered his attendance for one year, and Holly could not afford to attend
at all. Ray describes how he reacted when he was accepted to AUBG: “I thought, like, I
shouldn’t go that year, because even though I got some kind of scholarship, after the first year of
studying there, the next years . . . you need to pay and everything was a bit dark” (Interview).
While he did attend for the first year, he was correct in his assumption that his family would not
be able to continue paying for his attendance, and he returned to Mongolia. Holly seemed to
recognize that the problem was at least somewhat systematic, in that Mongolians in general
could not afford the steep prices of an American university abroad. When she explains that she
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did not attend for financial reasons, I comment, “It was expensive,” to which she remarks, “yeah,
for most Mongolians, it is expensive” (Interview). Furthermore, Holly does not see her inability
to attend as a personal failure; she remarks, “I keep the admission letter just to remind myself
and see that I kind of achieved something” (Interview). Her inability to attend, then, is
recognized as being a result of the unfairness of the system in which the “opportunity” to attend
is embedded.
My positionality as an American academic encouraged me to view this trend in the data
with disappointment, as I saw the participants reflecting these neoliberal values, contributing to a
global system of inequality that depends upon hegemony, through consent of the oppressed, to
operate. Yet, my research also indicates that it would be hasty to dismiss the Access program, at
least as it works in the lives of these participants, as just another failure of the neoliberal agenda
in developing countries such as Mongolia. As addressed in this chapter, these participants have
long viewed English language acquisition as a key to achieving success in a democratic,
capitalist, and globally connected environment. Appadurai (2013) argues that “aspirations to the
good life are part of some sort of system of ideas that locates them in a larger map of local ideas
and beliefs,” or, in other words, aspirations are always tied up with systems of culture (p. 187).
What “the good life” means differs across cultures to some degree and always manifests in
particular goals and desires, but in all cases, those with more capital to begin with, the elite, tend
to be able to navigate between the material realities of the present and the good life more easily
and effectively (Appadurai, 2013). This is because they “simply have used the map of its norms
to explore the future more frequently and more realistically, and to share this knowledge with
one another more routinely than their poorer and weaker neighbors” (Appadurai, 2013, p. 188).
This effective use of the “map of norms” is quite similar to Bourdieu’s (1984) concept of
habitus; those with a well-formed habitus tend to understand how to navigate the field more
effectively than those without. And, since the habitus is developed through experience and
reproduction, those with access to the kinds of opportunities and networks that support this
development tend to form a habitus that both “fits with” and serves to reinforce the norms of the
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field. As Appadurai (2013) argues, using this “map of norms” repeatedly and effectively
constitutes a navigational capacity that he terms “the capacity to aspire,” and the privileged in
any society have more opportunities to practice this navigational capacity because they are more
capable of recognizing and “navigating the complex steps between these norms and specific
wants and wishes” (p. 187-188).
Furthermore, “the capacity to aspire, like any complex cultural capacity, thrives and
survives on practice, repetition, exploration, conjecture, and refutation,” and so “where
opportunities for such conjecture and refutation in regard to the future are limited (and this may
well be one way to define poverty), it follows that the capacity itself remains relatively less
developed” (Appadurai, 2013, p. 189). Without the capacity to aspire, Appadurai (2013)
contends, the poor are unable to change their material reality, unable to imagine new possibilities
for their lives, and this tends to result in the creation of “a binary relationship to core cultural
values, negative and skeptical at one pole, over-attached at the other” (p. 189). The problem is
that this kind of ambivalence can often fuel negative outcomes such as violence,
fundamentalism, and apathy (Appadurai, 2013, p. 189). It would seem, then, that the solution
would be to promote “the third posture, the posture of ‘voice,’ the capacity to debate, contest,
inquire, and participate critically” in order to make the map “more real, available, and powerful
for the poor” (Appadurai, 2013, p. 189).
For the participants in this study, the “good life” to which they aspire includes experience
abroad, engagement with global others, academic achievement, and a satisfying and financially
rewarding career, among other, more specific aspirations. All of these aspirations fit within the
field of the socio-political present in Mongolia and are inextricably tied up with democracy,
capitalism, globalization, and their attendant ideological stances. Yet, as the poor among the poor
– ger district residents living in a developing country – the participants would normally
experience few opportunities to practice the capacity to aspire, leaving these goals largely
unfulfilled. As Appadurai (2013) explains: “If the map of aspirations . . . is seen to consist of a
dense combination of nodes and pathways, relative poverty means a smaller number of
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aspirational nodes and a thinner, weaker sense of the pathways from concrete wants to
intermediate contexts to general norms and back again” (p. 189). Development projects that
encourage voice and that allow for opportunities to practice the capacity to aspire, then, can
serve to empower disadvantaged people to make stronger connections between their material
realities and the goals they have for themselves, their families, and the larger collectivities to
which they belong, as well as to challenge those aspects of the system that serve to disadvantage
them.
The Access program, while certainly not perfect, has provided the participants with
opportunities to practice the capacity to aspire as they develop a “posture of ‘voice’” or “the
capacity to debate, contest, inquire, and participate critically” (Appadurai, 2013, p. 189). With an
emphasis on a student-centered classroom experience and critical thinking skills, the Access
program encourages students to share their perspectives, ask questions, engage with the learning
environment, and even challenge authority. This clearly had an effect on the learning experience
of the participants, as well as on their personal development. Holly, for example, points out: “We
actually like studying at Access more than how we study at school . . . I had the chance to speak
in English and share my opinion” (Interview). This was an opportunity that was not often
afforded them in their public school classrooms. Furthermore, as they developed their critical
thinking and English language skills, they also developed a sense of “voice” that contributed to
increased self-confidence.
Many of the participants discussed how participating in Access helped them to develop
their self-confidence. Brooke states: “It [Access] encouraged me to learn more and think about
myself more self-confident” (Interview). Similarly, Holly claims that attending Access made her
“more confident when speaking in English and conversing with others” (Interview). Their
increased confidence, both as English language speakers and as individuals, led the participants
to take more risks and consider more options that would connect them to their goals for the
future, or, in other words, to practice the capacity to aspire. While the original goal of all five
participants was to study for a bachelor’s degree in the United States upon completion of the
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Access program and graduation from secondary school, they also considered other options for
tertiary schooling and employment. Since all of them now hope to study for a master’s degree in
the United States, they seemed to recognize that in order to navigate between their current
material realities and the goal of studying in the United States, they needed to make a number of
intermediary steps. Figuring out what these steps were and how to make them has been
challenging for the participants, as they navigate their academic, professional, and personal
futures.
Four out of the five participants chose to attend university in Mongolia immediately after
graduating from secondary school, with the exception of Ray who attended American University
in Bulgaria (AUBG) for one year. While the others had hoped to study abroad right away, they
all realized that attending university in Mongolia first would increase their chances of reaching
this goal later, and they were all accepted to high-level universities in Ulaanbaatar. Two
participants have continued their undergraduate studies in Mongolia, and two others have
transferred to universities in other Asian countries, Brooke in Japan and Holly in China.
Universities in other Asian countries tend to be more affordable and the application process less
competitive than for American universities. However, both Brooke and Holly contend that their
English language skills helped them to be more competitive candidates for these universities.
Holly states: “People are saying that this year Chinese universities are accepting less bachelary
students . . . and I’m pretty sure that my TOEFL score . . . influenced my enrollment”
(Interview). Similarly, Brooke points out: “To come to Japan, we have to take some exams. One
is math and English . . . So Access was one of the thing helped me to pass this exam too”
(Interview). In these examples, both Holly and Brooke recognize the connections between their
English language learning, particularly through Access, and their success at applying to and
being accepted at universities abroad.
Despite not studying abroad full-time, both Alice and Amy see the Access program and
their English language skills as foundational for their current academic pursuits. For example,
Alice took an English exam so that she could enroll in courses in English, which allows her
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opportunities to read and understand course content that would be unavailable to monolingual
Mongolian students. This is particularly important to achieving success in her Health Sciences
major, since much of the current scholarship in this field is written in English and not translated
to Mongolian. Furthermore, her English language skills have enabled her to take on a leadership
role in the student organization AIESEC and facilitate exchanges for other students. Like Alice,
Amy takes all of her courses in English, since she attends an international university “where all
the subjects are taught in English,” and all of the international students and professors use
English to communicate in class an with each other (Interview). She also recognizes her
participation in Access and her English language skills as contributing significantly to her ability
to apply for and be accepted to educational exchange programs, such as the Studies of United
States Institutes for Student Leaders (SUSI), sponsored by the U.S. Department of State and held
at universities in the U.S. While not studying abroad full-time, both Alice and Amy have been
able to take advantage of other opportunities afforded them by their participation in the Access
program and development of their English language skills.
For Ray, who earned a one-year scholarship to AUBG, studying abroad gave him an
opportunity to use and develop his English language skills as well as a chance to build his selfconfidence. He remembers: “I just went there [to AUBG] when I was 16” and at first,
“everybody was thinking about I was some kind of nerd guy who doesn’t speak much, but I
really was not . . . this is also big challenge for me to improve myself as a person . . . you need to
have some kind of skill, like, to attract people, to start a communication with people and let them
know who you are” (Interview). After he returned to Mongolia, he struggled with his decision
about what steps he should take next. He considered applying for universities in Mongolia and
abroad and took on jobs as an English teacher, app tester, and tour guide while helping his family
with household responsibilities. The self-confidence that he developed through his experiences
with Access and AUBG coupled with his strong English language skills has led him to explore
options outside of academics.
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For all of these participants, the experiences they have had in these intermediary steps
have led to additional opportunities for learning and personal development. For example,
because they have gained confidence in their language learning abilities through their experience
with Access, many of the participants have expressed an interest in and confidence about
learning another language. Furthermore, because they have linked language learning with
opportunities for global experiences, the participants are open to new possibilities that may have
previously been unthinkable. For instance, Alice feels that applying to a Korean university is
possible, even if the courses are not taught in English, stating “I will just learn Korean . . . I can
learn Korean before I go to it” (Interview). Similarly, Brooke applied for the scholarship to
attend university in Japan before learning Japanese, and when she was accepted, she moved there
without knowing the language. This demonstrates her willingness to take a risk and her
confidence at being able to learn the language well enough to attend college courses in Japanese.
For these participants, the fact that they do not have advanced skills in a particular language is
not seen as being an impediment to reaching their goals.
In addition, the confidence they have gained in their language abilities has facilitated
increased interactions with people from different backgrounds, particularly internationals. The
participants in general had very little exposure to or interaction with non-Mongolians prior to
their participation in Access. Ray, for example, in discussing his interview for Access recounts:
“I’ve never seen an American person and to be able to talk with them, it’s just like, wow”
(Interview). Feeling confident about communicating with internationals has led to opportunities
to learn more about the world and to understand issues from different perspectives. These
interactions have also encouraged personal growth, as the participants become more openminded, empathetic, and self-confident. For example, Brooke writes in her questionnaire: “I’m
happy that I have started learning English, because I could make a lot of international friends
here. Making friends and learning about their countries’ culture and learning from them are
incredible. After I met a lot of different people, I learned and changed pretty much. I feel like
I’m getting more mature than before.”
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During his year at AUBG, Ray became friends with other students from across Europe
and Asia, and they used English to interact with one another both in and out of class. He also
became good friends with a gay student from Russia, which provided Ray with several
opportunities to practice self-confidence and engage in personal growth. When others would
make comments or act strangely when they discovered his friend was gay, Ray would respond
“Yeah, he is gay, but there’s nothing wrong with it. It’s just natural,” and he remembers, “That
was something a big step for me to be able to encourage him, support him” (Interview). Here,
Ray discusses how this friendship led him to develop stronger cosmopolitan values, how
engaging with someone very unlike himself on a personal level gave him the strength to resist
the homophobic tendencies prevalent in Mongolian cultural attitudes as well as those of AUBG
and his circle of friends. By choosing to support his friend openly, Ray helped to change the
local culture to be more accepting and open-minded. By displaying this friendship on Facebook
for his entire network, Ray also contributes to a culture of acceptance and open-mindedness on a
more global scale.
For Amy, attending the Studies of United States Institutes (SUSI) women’s leadership
program in the summer of 2014 gave her the opportunity to interact with young women from
around the world, including participants from Afghanistan, Egypt, India, Morocco, Pakistan, and
Zambia as well as Mongolia. These interactions, which were possible through their mutual
understanding of English, led her to understand the situations of women who are living in very
different contexts and face issues that she had never considered before: “I didn’t really know the
woman face this all issues in their life, the violences and they’re not able to learn, learn anything,
they cannot get an education, . . . and the girls at age of 14 and 15 they get married and then they
get pregnant . . . which seemed very sad to me” (Interview). Her interactions and relationships
with these women helped her to see the world as more connected, and as issues affecting women
in one part of the world as significant to the lives of women everywhere.
Through their interactions with others, both on and offline, the participants have been
able to share their own perspectives and culture with those unfamiliar with Mongolian life, thus
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broadening others’ understanding as well. As discussed in Chapter 6, the participants often use
their Facebook pages to share Mongolian cultural items, frequently with commentary in English,
to reach a wider, non-Mongolian audience. In his work as a tour guide, Ray uses English to share
Mongolian history, culture, and geography with travelers from around the world and to engage
with tourists about differences between cultures. Sharing one’s local history and culture with
others also necessitates learning more about it and understanding it on a deeper level; for
example, Ray had never travelled to many of the parts of Mongolia before and had not been
prepared to answer the tourists’ questions, so he realized that he needed to read a lot and learn
from his experiences. By developing a stronger understanding of their local culture and sharing
this with others, the participants are able to contribute to and “debate, contest, inquire, and
participate critically” in global conversations (Appadurai, 2013, p. 189).
While all of the participants want to travel, study, and/or live abroad in order to learn
from different perspectives, they also hope to use their learning to contribute meaningfully to
Mongolian society, demonstrating that their aspirations for the “good life” extend to those
around them. For example, Alice, who is studying to be an ophthalmologist, would like to study
and work abroad for a few years, but then would like to come back to Mongolia, stating “I would
prefer to work here,” since she wants to remain close to her family (Interview). Brooke, who is
studying business and hotel, restaurant, and tourism management, also feels that she would like
to return to Mongolia after studying abroad: “I will try to have some job experiences in other
countries maybe if I can, but Mongolia is my home country” (Interview). For Holly, who is
studying architecture, returning to Mongolia after studying abroad is a major part of her plan.
She explains: “The reason why I am studying architecture is to improve the Mongolian buildings
. . . and I kind of hoped that maybe I can discover new method or new styles that can be branded
as Mongolian” (Interview). Holly’s goal for herself, then, also includes goals for improving the
infrastructure of her country and contributing to its changing culture.
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7.6

CONCLUSION
Understanding others’ perspectives is key to developing a cosmopolitan disposition,

which recognizes the value of all people, not in spite of, but because of their difference (Appiah,
2006), and the participants are using their English language skills to interact with and learn from
others who are very different from them while also sharing their own perspectives. By doing so,
and by continuing their education, both in and out of school, the participants are practicing
cosmopolitanism by cultivating qualities such as empathy, critical thought, and openmindedness. At the same time, they practice the capacity to aspire, making stronger connections
between their material realities and the goals they have for themselves while learning about and
challenging those attitudes and policies that threaten aspirations to the good life for themselves
and others around the world. They also recognize the value of their learning and individual
aspirations to improve the lives of those around them and contribute to their communities. These
outcomes reflect the major goals of the English Access Microscholarship program in Mongolia:
“A greater sensitivity to cultural differences, coupled with the acquired language skills, will
enable the participants to take advantage of opportunities that had previously been unavailable to
them. As qualified bilingual professional, the Access students will be able to assume
responsibilities in international enterprises both in Mongolia and abroad. Moreover, we expect
that participants’ experience will set a positive precedent within their community” (EARC, 2009,
p. 3).
It seems, then, that while on the one hand, the Access program has served to encourage
the neoliberal values of competition, hard work, and perseverance as the way to “pull oneself up
by the bootstraps” out of the ger district and into the global market economy, on the other hand,
the program has encouraged these participants to use these values to improve self-confidence,
handle disappointment and failure positively, consider alternatives and intermediary steps, take
risks, and cultivate cosmopolitan dispositions. With these advanced attitudes, dispositions, and
qualities along with increased English language skills, the participants have been able to practice
the capacity to aspire and imagine possibilities that had previously been unthinkable. Yet, as
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Villanueva (1993) argues, a major problem with neoliberalism is that “there are always some
who get through. Some must get through, a matter of ideological credibility in the land of
opportunity” (p. xv). Thus, change at a more systemic level is also needed, and others living in
poverty need improved opportunities to practice the capacity to aspire. Perhaps the participants,
and the other thousands of English Access Microscholarship alumni around the world will lead
the way to change.
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Chapter 8: The Imagination at Work
8.1 POSSIBLE LIVES
Appadurai (1996) argues that “the imagination has become an organized field of social
practices, a form of work (in the sense of both labor and culturally organized practice), and a
form of negotiation between sites of agency (individuals) and globally defined fields of
possibility” (p. 31). He suggests that the imagination has become “a staging ground for action,
and not only for escape” (p. 7), a form of work that is promoted by the global flows of media and
people beyond the borders of their nation-states and is practiced by “ordinary people . . . in the
practice of their everyday lives” (p. 5). Furthermore, this work of the imagination “has a
projective sense about it” (p. 7) that allows individuals to seriously consider life options that
extend beyond the “known scripts or predictable outcomes” previously available to most (p. 61).
Appadurai (1996) contends that as individuals work at producing, reproducing, and representing
the cultural in their everyday lives, they stretch the boundaries of the cultural imagination,
expanding the habitus and redefining identification in a world marked by global shifts and
ruptures of all kinds.
In his later work, Appadurai (2013) argues that it is the work of the imagination that
produces and reproduces realities and locales; thus, globalization is not something that happens
to individuals but instead is produced by individuals as they engage in the work of the
imagination through their local contexts (Appadurai, 2013, p. 66). Pennycook (2010) suggests
that this work of the imagination contributes to “transcultural flows,” where “languages, cultures
and identities are frequently mixed” and “the possibilities of being something not yet culturally
imagined mobilizes new identity options” (p. 85). However, such production and reproduction of
realities is not the outcome of hybridization of previously existing forms but is rather due to the
ongoing “negotiation and mutual tensions” between these forms (Appadurai, 2013, p. 68). Thus,
social actors are not merely connecting previously separate forms and identities through
hybridization but actually producing new and varied forms and identities through performatives
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as they practice everyday life. This is very similar to Delanty’s (2009) conception of
cosmopolitanism as “a site of tensions in which different principles and orientations are played
out” (p. 15); the new senses of self produced and performed through these tensions may be called
part of the cosmopolitan imagination (Delanty, 2009).
Appadurai’s (1996, 2013) work on globalization and the imagination argues that the
increased communication between people previously quite isolated from one another, through
both migration and media, has served to allow “more persons in more parts of the world” to
“consider a wider set of possible lives than they ever did before” (1996, p. 53). For many
Mongolians, post-communism, this is certainly true. While the way of life for those in the
countryside has shifted less dramatically than for those in the capital of Ulaanbaatar, the world at
large has impacted all aspects of Mongolian life. Prior to the 1990s, life expectations for most
Mongolians were guided by what Appadurai (1996) calls “the givenness of things” (p. 55). As
Ray describes in his discussion of his childhood: “I really wanted to live like my grandparents,
how they lived for, like 70, 80 years, being, like, herders” (Interview). At this point in Ray’s life,
he could imagine little else, and looking back, he remembers this time fondly, before his parents
made the decision to emigrate to the capital. Now, Ray has spent one year studying abroad, has
worked as a tour guide, and is considering opening his own tour company. Each step, from his
parents’ decision to move to Ulaanbaatar to Ray’s choice of occupation has led to an opening up
of ever more possibilities. Though the option to become a herder, like his grandparents, remains,
it seems less likely now that Ray has engaged in the development of skills that would support
other life trajectories, while failing to learn the herding lifestyle of his extended family.
As discussed in Chapter 5, for the participants in this study, their first experiences with
globally circulating forms and ideas were with media. These items served as vehicles for their
imaginations, originally providing material for fantasy beyond the boundaries of pastoral
nomadism or the challenges of the ger district. Whether watching Disney movies or reading the
Twilight series, listening to Russian music or watching Korean dramas, the participants were able
to begin to imagine new possibilities for life trajectories. As Appadurai (1996) suggests, such
211

media can provide “fantasies that could become prolegomena to the desire for acquisition and
movement” (p. 36). As explored in Chapter 2, when the desire for such acquisition and
movement clashes with material realities, individuals may react with negative acculturation
strategies such as assimilation, marginalization, or separation, but they may also respond with
positive strategies such as integration (see Berry, 1990, 1997; Jensen and Arnett, 2012). While
the participants in this study have faced opposition to their pursuit of new possible lives,
including lack of financial resources, pressure from others to follow different paths, and their
own fears, they have consistently taken steps to pursue possibilities beyond the historical and
cultural expectations laid down for them, as explored more fully in Chapter 7.
As Appadurai (2013) points out, “the work of the imagination” is what people do “as they
strive to extend their chances of survival, improve their horizons of possibility, and increase their
wealth and security” (p. 66). For the participants in this study, this means employing their
imagination toward educational, professional, and personal aspirations that have global
dimensions and necessitate language learning. In order to achieve their goals, the participants
practice the capacity to aspire, which, according to Appadurai (2013), is a navigational capacity
that people acquire, allowing them to make connections between the goals they imagine for
themselves and the steps required to make the goals a reality. The steps they take along the way
form part of their everyday lived experiences that contribute to a way of life that may look quite
different from the way of life previous generations of Mongolians practiced.
For all of the participants, one of these intermediary steps connecting where they are and
where they want to be has been engaging in translingual practice on Facebook. While
translingual practices tend to be highly situational, with users consciously or subconsciously
employing their linguistic repertoires for various rhetorical effect, Pennycook (2010) cautions us
against assuming that local practice is trivial: “The local is not just here, now, small, non-global,
fixed, traditional, in a particular place, but rather is part of spatial practices that have both a
physicality and a sense of movement, assemblage and transformation” (p. 62). What could easily
be dismissed as a small, inconsequential experience of daily life – posting on Facebook –
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actually plays a large role in the development of the capacity to aspire for these participants, as
they perform, through language practice, the complex identities they imagine for themselves.
Such performances, especially when corroborated by others, serve to increase the participants’
confidence and develop the salience of the identity, which can in turn lead to new opportunities
and the abilities and confidence necessary to pursue them, as I hope has been shown throughout
this dissertation. As Mallan et al. (2010) point out, “youth both experience and imagine
themselves in online worlds” and “translate these online identities into their offline activities,”
meaning that the identity performances in online spaces such as Facebook have real
consequences for what young people do in their lives offline (p. 268). As they perform their
identities and share their expanding imaginations on Facebook, they provide examples for others
in their networks, including those in similar socioeconomic situations, of possible and seemingly
attainable life trajectories beyond the “givenness of things.”
8.2

TOWARD A COSMOPOLITAN DISPOSITION
As the participants’ imaginations expand through identity performances that lead to

increased confidence and ability to take on new challenges and engage in new experiences, they
find ever more opportunities to practice the capacity to aspire and develop cosmopolitan values
and dispositions. Appiah (2006) argues that cosmopolitanism is based on being able to “see the
world from perspectives remote from the outlook in which [one has] been brought up” (p. 5), to
see beyond what Appadurai (1996) calls “the givenness of things” (p. 55). Cosmopolitan
dispositions are developed “in the interactive moment when a transformation in selfunderstanding happens as a result of the interaction” between Self and Other (Delanty, 2009, p.
15). To develop a cosmopolitan disposition, one must have opportunities to be exposed to new
ways of thinking and to engage with others unlike oneself, to see oneself “through the lens of the
other” (Nussbaum, 1996, p. 11). The participants recognize this, as Amy suggests by sharing the
following quote on her Timeline: “Become friends with people who aren’t your age. Hang out
with people whose first language isn’t the same as yours. Get to know someone who doesn’t
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come from your social class. This is how you see the world. This is how you grow” (Amy, post,
August 16, 2014).
This quote suggests a cosmopolitan disposition, a stance towards difference that is open,
accepting, inquisitive, and reflexive. Such a disposition entails an outlook that recognizes a
shared humanity and an increasing interconnectedness yet does not deny or devalue difference.
When one employs this disposition in interactions with Others, it encourages the cultivation of
cosmopolitan values, namely the recognition that “everybody matters” (Appiah, 2006, p. 144). It
also suggests a growing understanding of how there are many serious global issues that
“[require] global planning, global knowledge, and the recognition of a shared future”
(Nussbaum, 1996, p. 12). All of the participants express these general cosmopolitan perspectives
in their Facebook pages and posts. For example, Alice uses a cover photo that shows her
standing in front of a mural of people of several different ethnic and racial backgrounds in a
wagon with the statement “We are going the same way” written above it (Alice, cover photo,
October 14, 2012), and Amy shares a post that reads “Yes, we are all connected” (Amy, post,
October 21, 2013). They also show awareness of global issues that affect us all, such as climate
change and pollution, and occasionally post about these issues on their Facebook Timelines.
They also show empathy for others who are facing traumatic experiences or loss, as indicated in
Alice’s post depicting a yellow ribbon and the caption “Respect for Korea #Sewol ship. Hope
that one of those lost 300 lives has risen here.” (Alice, post, May 11, 2014).
However, I want to emphasize that the participants are developing these dispositions and
competencies without sacrificing a local sense of self and in ways that are complex. As Delanty
(2009) argues, “cosmopolitanism makes sense only as a site of tensions in which different
principles and orientations are played out” (p. 15). The participants are actively struggling with
their identities, in their stories and in their posts on Facebook, articulating the tensions between
the global and the local, the Self and the Other, and the multiple ways these interact and inform
one another. For example, although they do occasionally post about global issues, such as
climate change, they also do so from a local perspective. Brooke, for instance, posts a video of
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the acceptance speech of the 2007 Asian recipient of the Goldman Environmental Prize,
Tsetsegee Munkhbayar, who argues that governmental policies aimed at development contribute
to both cultural loss and environmental degradation in Mongolia (Brooke, post, February 27,
2014). Furthermore, as Skrbis and Woodward (2007) point out, people may “selectively deploy”
their cosmopolitan dispositions, particularly when another culture “is perceived to be threatening
or challenging” (p. 744-5). This explains how, on the one hand, Amy can engage meaningfully
and positively with the other women from her SUSI group from countries such as Afghanistan
and Zambia but still share an article that suggests China will try to take over Mongolia (“As
Crimea Annexed,” 2014). There is nothing simple about their cosmopolitanism, and it is also
clear that their cosmopolitanism is a process rather than a fully formulated identity or even
disposition. While they all express cosmopolitan values such as openness, curiosity, and
reflexivity, their identity performances also show the struggles inherent in their experiences.
While opportunities to develop cosmopolitan dispositions have historically been reserved
for the elite with the resources to seek out and obtain them, increasing flows of both media and
people allow more individuals from non-elite classes around the globe to find opportunities to be
exposed to new ways of thinking and to form relationships with Others (see, for example, Skrbis
and Woodward, 2007). The participants represent this growing group of people cultivating
cosmopolitan dispositions and competencies, young adults from the underprivileged areas of a
developing country. While media, and particularly the Internet, has provided opportunities for
the participants to engage with difference, the Access program and the access to an elite
language it has provided has afforded a more significant number of opportunities to develop
relationships with Others and experience different ways of life, as discussed more fully in
Chapter 7. Social media, however, offers a site where participants can share their experiences
with others and continue to engage with difference beyond the original experience.
Delanty (2009) argues that cosmopolitanism “concerns processes of self-transformation
in which new cultural forms take shape and where new spaces of discourse open up, leading to a
transformation in the social world” (p. 88). The participants’ moves toward a personal
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cosmopolitanism contribute to a greater societal cosmopolitan orientation toward globalization
and interaction with Others, particularly through their sharing of cosmopolitan attitudes with
their expanding networks on social media such as Facebook. In this way, Facebook becomes a
“new [space] of discourse,” a site where the participants engage in interactions with Others that
can serve to encourage cosmopolitan values for themselves as well as for those in their networks.
Appadurai (2013) suggests that such discursive activities not only “extend one’s own cultural
horizons,” but also provide “credible stories (from one’s own life-world) of the possibility to
move forward, outward, and upward” that helps a larger social group develop the capacity to
aspire and imagine new possibilities for their lives as well (p. 213-214). By performing identities
as individuals with diverse networks of friends, international experiences, and concerns about
global issues, the participants demonstrate cosmopolitan dispositions for all in their networks,
suggesting that such options are available, even for those from the ger district. In this way, they
contribute to alternatives to the ultranationalist movements growing in popularity among the
disenfranchised, urban poor in Mongolia (see Chapter 6).
8.2.1 Translingualism and Cosmopolitan Dispositions
Appadurai (2013) argues that “imagining possible futures, concrete in their immediacy as
well as expansive in their long-term horizons, inevitably thrives on communicative practices that
extend one’s own cultural horizons” (p. 213). Translingual practice supports the cosmopolitan
imagination because it requires people to negotiate linguistically in order to connect with one
another and collaboratively make meaning. Canagarajah (2013) uses the term “dialogical
cosmopolitanism” to describe a sense of cosmopolitanism that is “interactive and negotiated. It is
not given, but is achieved in situated interactions. It is based on mutual collaboration, with an
acceptance of everyone’s difference. It enables self-awareness and self-criticism, as communities
don’t just maintain their difference and identity but further develop their cooperative dispositions
and values” (p. 196). Working with this definition, it is easy to see how translingual practice
supports this kind of cosmopolitanism. People who engage in translingual interactions with
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others develop both “performative competence” and a “cooperative disposition” that allow them
to connect on a deep level with culturally diverse interlocutors (Canagarajah, 2013, p. 196).
Performative competence, according to Canagarajah (2013), is developed, through
practice, as a set of strategies that allow a person to align “semiotic resources, environmental
factors, and human subjects in relation to one’s own communicative needs and interests in order
to achieve meaning” (p. 174). The participants use Facebook to develop their performative
competence as they consider the most effective way to utilize their linguistic repertoires to
engage in meaning-making practices with those in their networks, as discussed in more detail in
Chapter 4. They select, combine, and create orthographies and languages along with multimodal
content to connect with their audiences and co-construct meaning within environmental and
technological constraints. Since opportunities to make meaning are always “new, diverse, and
unpredictable,” their competence increases with each interaction (Canagarajah, 2013, p. 176).
Furthermore, the development of performative competence, according to Canagarajah (2013)
contributes to the cultivation of a “cooperative disposition” (p. 176). Such a disposition is one of
openness “to negotiating diversity and the co-construction of meaning” (Canagarajah, 2013, p.
179). This openness is directly related to the emergence of cosmopolitan dispositions, values,
and ways of being.
Performative competence and cooperative dispositions allow the participants to see the
communicative act from others’ perspectives. As shown in Chapter 4, the participants actively
consider whom they are writing to or posting for in their Facebook communications, and they
align their resources in an effort to respond to the needs of their interlocutors and audiences.
They also manipulate their linguistic repertoires in an effort to express a particular idea or
emotion and attempt to elicit a specific response from their network. In these ways, then, their
translingual competence is part of their rhetorical competence, as they make language choices
based on analysis – conscious or subconscious – of the rhetorical situation they are faced with
when posting on Facebook. And, as they develop these competencies, they acquire various forms
of capital – social, linguistic, cultural – that allow them to form new connections, learn new
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perspectives, seek out and access new experiences, and thus continue to grow their repertoires
and the competencies and dispositions necessary to wield them in rhetorically meaningful ways.
Horner et al. (2011), in arguing for a translingual approach to the composition classroom,
argue that all writers “are already engaged in” translingual practice, “even when that is not
ordinarily acknowledged” (p. 310). The writing that the participants in this study are doing on
Facebook requires them to use the expanding resources in their linguistic repertoires to make
meaning and develop and maintain various forms of capital. They draw on these various
resources, consciously or subconsciously, in order to address the rhetorical situations they are
confronted with on the social networking site and to perform their complex identities. As they
engage in these rhetorical translingual practices, they perform identities that seep into their
offline lives, as they develop confidence to explore new possibilities. Translingual practice is
about more than expanding one’s linguistic repertoire, it’s about “the disposition of openness and
inquiry that people take toward language and language difference” (Horner et al., p. 311). It’s
about developing cosmopolitan dispositions and encouraging the development of these in our
students as we all acculturate to the challenges of globalization.
8.3

TRANSLINGUALISM AND THE WRITING CLASSROOM: LESSONS FROM THIS STUDY

8.3.1 Translingualism is the Norm
When discussing the fact that she often posts on Facebook in more than one language,
Amy states: “I think I’m getting lazy . . . like, I’m not supposed to post in just two languages”
(Interview, my emphasis). Holly, in response to the question “How does using these languages
influence who you are and how you feel about yourself?” writes, “Following the growth of
globalization, language knowledge has become ordinary thing for modern Mongolia. I feel that I
am up to date with the society by being able to express my opinions in other languages
(Questionnaire). And, Brooke, in her questionnaire, states “I think, nowadays, to be a
competitive person in any society, I should have strong academic background and excellent
language comprehension.” These responses suggest that the participants feel that having more
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language resources at their disposal can not only help them to meet their needs but is also a “fact
of life” in today’s world. All five participants recognize language learning as a valuable practice,
and they seek to develop their competency in Mongolian, English, and other languages in order
to participate in global conversations, communicate with individuals from a wide variety of
linguistic backgrounds, interact with global media forms, travel and live abroad, and much more.
In fact, the participants view language learning as essential to their academic,
professional, and personal goals. While the relationship between their English language learning
and goals was discussed in detail in Chapter 7, the participants also view the development of
competency in other languages as necessary and desirable. For example, Alice, who wants to
study abroad in South Korea, discusses how language learning will be a necessary part of this
experience: “I hope they do teach in English, but, I will just learn Korean . . . Because I do know
the letters . . . So, I do have some base from a Korean, so I can learn Korean before I go to it”
(Interview). Here, Alice expresses confidence that developing her competency in Korean is
possible, and she also explains that this is something she is willing to do. Similarly, Brooke
wanted to study in Japan and so learned Japanese: “in order to live in Japan and study in
Japanese College I have to learn Japanese well. That was a big inspiration to learn Japanese for
me” (Questionnaire). Holly also has been learning Chinese in order to study abroad in China. All
three of these participants see language learning as necessary to meeting their goal to study
abroad and do not see it as a deterrent from pursuing these goals.
Furthermore, the participants tend to see language learning as a way to develop a deeper
understanding of other cultures and themselves. Holly discusses how language learning helps her
to meet these goals: “I wish to study as many languages as possible so that I can chat with as
many people as possible and also read books in their original language, so I thrive to use other
languages on every chance I get” (Questionnaire). Alice argues that learning a language can help
one feel more connected to the cultural values and practices associated with it: “They can know
the culture just seeing or just hearing, but it feels different when they know the language . . .
yeah, it feels more connected” (Interview). As noted in Chapter 4, the participants use their
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language resources to develop and maintain relationships with people from a variety of linguistic
and cultural backgrounds in an effort to understand different perspectives and experience the
world. They also use these resources to read information, engage with media, and enhance their
travel experiences.
Hall (2014) points out that today, “multilinguality is the mainstream . . . Around the
world billions of people – from highly educated to illiterate, encompassing rich and poor, men
and women and children of every religion and every nation – are the users of two or more
languages” (p. 31). Furthermore, even those in the United States tend to speak more than one
language or English, though they are often expected to leave these “home languages,” at, well,
home. In the United States, it seems, English monolingualism is not viewed as a deficit,
especially considering its status as a lingua franca around the world. However, as explored in
more detail in Chapter 7, knowing English alone does not guarantee that one is able to
communicate in any and all situations at home or abroad.
By promoting a culture of monolingualism in U.S. composition classrooms and
universities overall, not only are we ignoring the multilinguality of a large percentage of the
students, and the linguistic resources they bring to the classroom, but we are also denying
monolingual students with underdeveloped linguistic repertoires and skills the opportunity to
communicate outside of their comfort zones; to consider opportunities that may require language
learning, such as study abroad; to explore ideas through the perspectives offered through other
languages; to develop relationships with individuals from different linguistic and cultural
backgrounds; and to use linguistic creativity in order to make meaning and communicate in
unfamiliar situations. In other words, we deny them the opportunity to develop cosmopolitan
dispositions and competencies.
8.3.2 Translingualism, Competence, & Transfer
In the opinion of the participants, a more expansive linguistic repertoire and competence
wielding it will help them to meet their goals more effectively. However, the participants have a
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somewhat ambivalent attitude toward the meaning of linguistic competence, on the one hand
desiring to achieve “fluency” in standardized versions of languages and on the other hand, seeing
competence as the ability to communicate with others. Ray, for example, interrupts our interview
to say “I feel like I’m doing a lot of mistakes today” (Interview). When I ask him how he feels
when he makes a mistake while speaking, he replies: “I feel like, ‘no way,’ I could have done it
better . . . okay, this person would understand it for sure, but you could have done better”
(Interview). Similarly, Holly states: “I just want to speak like a natural speaker” and later, “I just
want to speak perfectly” (Interview). These feelings are not only in regard to English, but also
pertain to their feelings about Mongolian and other languages they are learning. For example,
Brooke posts:
“buur neg yamar ch tuvuggui yaponoor yaridag bolmoor bnaaa!! aaaaaawww
ataarhchihlaaa :)))) lag yumaaa”
(Translation: “I want to be able to speak fluently in Japanese!! Aaahh, I am so
jealous!”) (Brooke, post, September 18, 2013).
These interview responses and Facebook post suggest that these participants feel as though
advanced competence in a particular language is demonstrated through fluency determined by
the removal of “errors” from their speech and writing.
However, the participants also view competency in a language as the ability to
communicate with others who speak that language. For example, Holly writes: “And when I do
speak to someone using their native language while mutually understanding each other, I feel
very happy and content” (Questionnaire). Similarly, in discussing his use of English on
Facebook, Ray states: “you know you’re using English on social medias and if somebody
understands it, that’s a pretty good compliment and encouragement to do more” (Interview).
And, Alice argues that to her, speaking English well means “expressing myself well”
(Interview). Moreover, Holly points out that “using language well is to use language
appropriately at the times of need” (Personal Communication, February 15, 2016). These
comments suggest that language competence is connected to the ability to communicate thoughts
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and feelings with others effectively and that doing so requires awareness of the rhetorical
situation in the decision-making process.
Sometimes communication requires translingual strategies such as code-meshing, and the
participants vary on their feelings about their mixing of languages to achieve communicative
success. Holly, for example, argues, “I feel dissatisfied since I mix those languages when talking
to complete my sentence, because my knowledge in that language is inadequate. For example,
initiating my sentence in Chinese and ending it with English. And it makes me want to study
hard” (Questionnaire). Yet, the participants also discuss how they do achieve communicative
success by mixing languages, pulling from the various nodes of their linguistic repertoires to
make meaning. For example, when asked why she might mix languages (code-mesh), Alice
replies, “when I don’t know the exact meaning of that word in Mongolian I use English”
(Questionnaire). Similarly, when discussing his language practices on Facebook, Ray states,
“But it’s a lot of mixed thing cause sometimes it’s just kind of a reflection, like a habit . . . it’s
just English comes first to you sometimes” (Interview). And, Brooke shares, “When I talk to my
friends, I often mix Japanese and English here. Sometimes I don’t even realize that I’m mixing
it” (Questionnaire). For these participants, especially when communicating with other
multilinguals, mixing languages happens somewhat naturally. And, as discussed more fully in
Chapter 4, the participants also select forms from their repertoires to achieve specific purposes,
such as conveying a complex emotion or demonstrating respect to an interlocutor.
Many of the participants argue that they mix languages for fun, and this is often done in
online contexts, such as Facebook. For example, Ray says “Personally, I mix languages mostly
in a context where the text mixed sounds hilarious . . . The whole reason is just to make fun out
of difference and similarity of languages” (Questionnaire). In discussing her mixing of languages
on Facebook, Alice says, “I just purposely mix it when I just saying jokes or when we are saying
jokes together with my friends” (Interview). Holly also suggests that she mixes languages for
fun, stating “I mix them if I don’t know the words or just for fun” (Questionniare). For these
participants, language choices are not just about pragmatism, but also about expressing creativity
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and having fun with their multilingual friends. Having an expansive repertoire is not only useful,
but also enjoyable.
Interestingly, they most often relate translingual practices such as code-meshing, with
informal and in some ways, low-stakes writing. When discussing code-meshing, they often
describe using this practice with friends and peers and in online, “fun” spaces such as Facebook.
On the one hand, Facebook is viewed as a safe space to play with language as they interact with
their friends, and is thus “low-stakes” in terms of grammatical correctness, vocabulary usage,
and maintaining language purity. On the other hand, this kind of writing is “high-stakes,” in that
communication depends almost solely on how effectively language can be used to make
meaning, particularly when other forms of communication, such as inflection and gesture, are
absent. Thus, having a more expansive linguistic repertoire assists them in making meaning,
conveying the right tone, and more as they interact with their friends on Facebook, and they feel
comfortable using and combining forms from across their repertoires to do so.
However, it is unclear if these practices can effectively transfer to academic or
professional contexts, or even if they should. The participants all responded that they would not
purposefully mix languages (code-mesh) in an academic context, with professors or in a written
assignment, but that they do select linguistic resources based on assumptions they have about the
appropriateness of the context, the person with whom they are communicating, and the purpose
of the communication. For example, Holly mentioned that she sometimes chooses to use English
with her Chinese professors to clarify her meaning, since she is still developing her competency
in Chinese (Personal Communication, February 15, 2016). Brooke points out that she chooses
only to speak to her professors in Japanese, being careful to use “honorific and humble forms” so
as not to offend (Personal Communication, February 15, 2016). Ray suggests that he uses
English with his tourists and Mongolian with the nomads he meets in the Mongolian countryside
while out on tour, but does not feel that he mixes the two languages for either type of
interlocutor. They seem to believe that code-meshing in these contexts would be a sign of
weakness, laziness, or underdeveloped language skills.
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It is important to remember that, for these participants, language learning, particularly of
English, has opened up opportunities to pursue their academic, professional, and personal goals.
Much of the success they have experienced in these regards have been due, at least partially, to
their performance on entrance exams, the ubiquitous TOEFL exam, and their ability to use
English in conventionally appropriate ways. In Chapter 7, I showed how their English language
resources, particularly in their standardized versions, serve as linguistic capital as they practice
the capacity to aspire, to make connections and navigate the norms of the fields they wish to
enter. They have sacrificed time, energy, and other goals to learn English, and they are proud of
their ability to use it in a way that those with the power to assist them, such as scholarship
committees, university acceptance deciders, and special program recruiters, recognize as
proficient. In these kinds of situations, the participants believe that code-meshing is inappropriate
and even harmful to their chances for success, while in other situations, it is perfectly acceptable,
meaningful, and fun. This shows keen rhetorical awareness and complex thought regarding their
language choices and where and when they feel comfortable employing their various linguistic
resources.
An important lesson here is that we must be careful not assume that our international
students, L2 students, speakers of multiple Englishes, or other translingual students want to bring
these other languages directly into the classroom or mesh them with standardized varieties. And,
we certainly should not force them to do so. This would suggest that the importance of
translingualism exists in a specific set of activities, such as code-meshing, rather than in the
disposition toward language use and engagement with the world that is more rhetorically aware.
Recent scholarship has pointed out that translingualism has too often been interpreted as a set of
specific activities, particularly code-meshing (Guerra, 2016; Matsuda, 2014). As Pennycook
(2010) points out, “practices prefigure activity: they are not reducible to things we do, but rather
are the organizing principle behind them” (p. 29). Such practices can be used to either undermine
or adhere to the status quo, to both sediment and challenge ideas of standard language use and
ways of being, and this is so even when students are seeming to repeat or aspire to standardized
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versions of language use. Matsuda (2014) argues that too often, translingual “negotiation is only
acknowledged when it results in mixed language use, leaving out the possibility that negotiation
may have led the writer to adopt the dominant choice” (p. 480-481). The participants express
their agency, their ability to make rhetorically aware language choices, even when these include
standardized versions of English or other languages.
If we support the translingual practices, dispositions, and competencies that students
develop outside of the classroom to make meaning while also respecting students’ language
choices in all contexts, then we may make some real progress towards helping students to
develop their own analytical and rhetorical skills and guide them as they practice the capacity to
aspire. If we take seriously their complex aspirational identities, those they perform both inside
and outside of the classroom, even identities as “fluent,” “natural,” or even “perfect” language
users in certain contexts, then we must accept that our classrooms may be one of those contexts.
As Atkinson et al. (2015) point out, “translingual writing has not widely taken up the task of
helping L2 writers increase their proficiency in what might still be emerging L2s and develop
and use their multiple language resources to serve their own purposes” (p. 384). This statement
suggests that many language learners, considered broadly to include those L1 English speakers
who are learning the more elite versions of standardized or academic English, may still be
working on building their repertoire and their skill at wielding it in rhetorically powerful ways.
Part of our role as composition instructors can be to help all of our students build their
repertoire of language resources and strategies, including standardized varieties, without
focusing solely on these or suggesting that they are more valuable than other language resources.
Horner (2014) argues that translingual practice is “not phenomena to be accommodated within a
framework ascribing deviant status to them but, instead, the facts forming the ground on which
our conceptual frameworks for language and language use need to be built” (p. 2). We can do
this by offering opportunities for students to engage in real communicative situations that require
them to use a broader range of their linguistic resources and strategies to make meaning and
communicate with others. By asking students to engage in challenging communicative events
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with real-world consequences, we are inviting them to develop their translingual competencies,
to communicate with others who have different perspectives, and to cultivate their performative
competence and cooperative dispositions. This, in turn, can encourage the development of
cosmopolitan dispositions and competencies.
8.4

STRATEGIES TOWARD TRANSLINGUAL COMPETENCY AND COSMOPOLITAN
DISPOSITIONS IN THE UNIVERSITY AND COMPOSITION CLASSROOM
Discussions of integrating translingual practice into the composition classroom generally

suggest requiring, encouraging, or allowing code-meshing in academic writing (Guerra, 2016;
Matsuda, 2014). Often citing Canagarajah (2006b, 2006c, 2013), proponents argue that the
practice of code-meshing in academic writing can be supported in the composition classroom.
Canagarajah (2013) offers this as a “pragmatic resolution that is sensitive to . . . the importance
of challenging the inequalities of languages and yet mastering the dominant codes for social and
educational success” (p. 113). Canagarajah (2013) indicates that writing a text in standardized
English while integrating the resources of other languages or Englishes allows writers to
demonstrate their proficiency in the elite code while also “representing their identities and
pluralizing the text” (p. 113). Doing so, according to Canagarajah (2013), allows writers to resist
the power associated with the dominant code without sacrificing the capital associated with it.
However, code-meshing also requires students to be rhetorically aware and make choices that are
effective and meaningful for their audience(s). The suggestion here is to require or encourage
students to code-mesh in academic writing in the composition classroom.
This is problematic because it assumes that code-meshing is the only, or at least the
primary, strategy for meaning-making in a translingual view. Yet, the point is not the activity
itself but the practice of using the activity in meaningful, consequential ways. We need to work
to respect all the language choices that students make while helping them to develop keener
rhetorical strategies for employing their linguistic repertoires in order to make meaning and
accomplish their goals. If we take this seriously, then it means not just “allowing” students to
code-mesh in the writing they do for our classes, but actually creating genuine opportunities for
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students to use all the resources in their linguistic repertoires in ways that are rhetorically
consequential, appropriate, and meaningful in a safe environment. Below, I will outline how I
think we can incorporate these kinds of opportunities into the composition classroom in
pedagogically effective and interesting ways in order to help students develop their translingual
competencies and cosmopolitan dispositions. There are several trends and best practices in
composition pedagogy that would fit well with a translingual approach.
8.4.1 Reflecting on Linguistic Repertoires and Translingual Practices
Canagarajah (2013) argues that “all of us have translingual competence, with differences
in degree and not kind” (p. 8). Students need to have a deeper understanding of their own
linguistic repertoires and language practices in order to begin working on developing their
translingual competencies. This means that we need to provide opportunities for students to
explore their own translingual practices, reflecting on their language choices in different
rhetorical situations. Since online environments offer some of the most authentic opportunities to
engage in translingual practice, asking students to explore their language use in forums such as
Facebook, Twitter, Tumblr, and other social media spaces can bring their own translingual
practices to their attention while also validating the writing they do online. Particularly for
students who may consider themselves monolingual, exploring their language use can help them
to see that they do have more resources in their repertoires than they may have originally
thought.
8.4.2 Partnerships with Foreign Language Departments in First Year Experience Courses
There is a precedent of first-year composition courses being paired with seminar courses
in a first year learning experience program that allows students to explore a particular theme,
field, or discipline through project-based learning and writing (Brent, 2005; Costino, 2008).
Oftentimes, these courses are developed collaboratively by writing instructors and instructors in
other fields, and although there are concerns from Rhetoric and Writing Studies faculty across
institutions regarding these programs and composition’s role in them, these pairings also provide
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opportunities for students to engage in inquiry-based learning (Brent, 2005; Costino, 2008).
Partnerships in first-year experiences with foreign language departments could be especially
beneficial for helping students to develop translingual competency while exploring issues of
global citizenship.
While Rhetoric and Composition teacher-scholars lament the assumed service status of
the discipline (Costino, 2008), foreign language departments suffer from the assumption that
their courses are unnecessary for student success. Hall (2014) argues that foreign language
requirements at many institutions “are generally regarded as marginal rather than as essential, a
luxury that is nice to have because it ‘broadens’ one’s experience but not something that one
should go out of the way to acquire, something that students need to ‘get through’ somehow
rather than something that they will be unable to function without as an adult global citizen” (p.
34-35). Partnerships between Rhetoric and Composition and so-called “foreign” language
departments could help both disciplines achieve more recognition and value at the university,
while also offering students opportunities to inquire more deeply into the power and politics of
language use in a globalizing world. Both disciplines could create visibility for themselves and
their academic value through the projects that students engage in in their first-year experience.
Many of the first-year experience programs use a cohort structure, in which students
attend two or more classes together for the first year and engage in other learning activities as a
group. An interesting note from my research is that the participants most often engaged in codemeshing or other translingual strategies when conversing with others with whom they shared
common language resources. For example, when the assumed audience or specific group of
interlocutors had both English and Mongolian language resources, code-meshing was more
likely, and they would select language resources based on how well those resources fit the
purpose, tone, and situation, since they knew they would be understood. A first-year experience
course based on collaboration with a foreign language department could create opportunities for
students to explore and expand their linguistic repertoires while practicing translingual strategies
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for meaning-making. They could support each other in their language development while also
creating new ways of using both languages to make meaning collaboratively.
8.4.3 Course Themes Focusing on Globalization & Language
Many composition instructors have the option of creating a theme for their course, and
selecting a theme that explores the role of language use in a globalizing world could help
students to more deeply reflect on their own language practices, consider how others use
language resources to make meaning, and develop their own translingual competencies in an
informed way. For example, Bizzell (2014) discusses a theme for her composition courses that
explores “English” through four units: “Global Englishes,” “English Only?,” “Which English?,”
and “English Plus” (p. 138). Each of these units require students to investigate concepts of
English language practice through readings and reading responses, discussion, and exploration of
their own experiences with Englishes. While Bizzell (2014) points out that such a course does
not necessarily alter the way that students are expected to write in the academy, it can help them
to be more aware of the ways that language works in their own lives and the lives of others, and
it can serve to acknowledge and validate the various languages and Englishes they bring to the
composition classroom and to the university.
While course design like the one described above may ask students to code-mesh in
exploratory writing, it can also encourage students to rethink their role as audience members,
readers, and interlocutors as they grow more sensitive to others’ varied language uses. As Hwag
and Hardman (2014) point out, L1 readers need to develop greater sensitivity and understanding
of the marked writing of L2 writers to see how this writing is valuable. Furthermore, since
meaning is made collaboratively between writers and readers, by exposing readers to different
kinds of writing, including code-meshed or other translingual writing, we can help them to
develop their cooperative dispositions. Rather than recognizing “errors” either in a grammatical,
syntactical, mechanical, or tonal sense, more sensitive readers could recognize valuable attempts
at meaning making and negotiate with translingual writers rather than ignore or disregard them.
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For example, in my own Workplace Writing courses, I incorporate readings and
discussion regarding intercultural communication, including examples of translingual writing, in
an effort to sensitize students to the kinds of writing they may encounter in a globalized
workplace. For example, students may read a work-related email that inquires about their family
and uses informal phrasing. Rather than succumbing to their immediate response of seeing the
email as unprofessional or even disrespectful, the students are asked to consider what values the
writer may be trying to express in the email and how they can think about the content and form
differently to negotiate meaning and support the relationship. While this activity is an exercise, it
is based on a likely scenario, and students may see real consequence in the activity as they
connect it to their own experiences in their current or future workplaces. Exercises such as this
one help students to approach the writing of others with more openness, sensitivity, and
cooperativeness.
8.4.4 Real World Translingual Practice
Perhaps most importantly, we need to create real world opportunities for students to
engage with difference, including language difference, if we want to encourage the development
of translingual competence and cosmopolitan dispositions. Cushman (2016) argues that “to
realize a decolonial potential, translingual approaches need to avoid simply changing the content
of what is studied and taught and work toward dwelling in the borders to revise the paradigmatic
tenets of thought structuring everyday practices” (p. 236). Students need real interlocutors with
whom they must negotiate meaning in order to truly “[dwell] in the borders” and develop
cooperative dispositions and performative competence. Such experiences will provide clear
consequences for using translingual practices that students are likely to take seriously. Engaging
in projects with linguistically diverse groups can create opportunities for students to use
translingual practices to create something of value and consequence. Clearly, as our classrooms
continue to grow more linguistically diverse, many of these opportunities do exist during
classroom practice and discussion. However, composition instructors could consider creating
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projects and partnerships with groups of students in classrooms abroad, with international
student groups studying at the university, and with community groups.
For example, students in a composition classroom in the U.S. could partner with
university students in another country, such as Mongolia, to create a piece of collaborative
writing such as a grant or to lobby their university administration to set up an exchange. Such a
collaboration could potentially have real-world consequences for the students involved. Students
could connect with one another using video conferencing software, chat or instant messaging,
and Google Docs for collaborative writing. Such online communications would provide further
opportunities for the development of translingual competencies, as the students engage using
these mediums where such practices are more common and socially accepted. As the students
work together across borders to create a document with real world import, they would negotiate
meaning and language choices both online, in their own communications, while also exploring
the conventions of standardized English that their other audience, grantors or university
administration, would likely value.
Service learning and community based writing also provide opportunities for students to
develop their translingual competencies and cosmopolitan dispositions, as they engage with
others who likely bring different resources to the project or experience. Especially if one of the
purposes of using a translingual approach in the classroom is to “[turn] attention toward the
racial, gendered, institutional, economic, and class-based components of linguistic diversity:
beyond recognition of difference to the matrices of power that regulate that difference,” (Leonard
and Nowacek, 2016, p. 262), engaging in service learning projects can help to expose students to
some of the issues of power undergirding language use. Service learning extends beyond the
actual service to inquiry regarding the power structures and social issues that inform the service
project, the relationships they develop with others involved in the project, and their own values,
biases, and feelings regarding the service. As Herzberg (2010) argues, effective service learning
experiences help students to develop a “social imagination” that “makes it possible not only to
question and analyze the world, but also to imagine transforming it” (p. 147). Clearly, such an
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experience would contribute to students’ development of cosmopolitan dispositions and has the
potential to require translingual competencies as well.
8.4.5 Time to Look in the Mirror
Hall (2014) contends that “our current force of instructors is much more monolingual
than our student body” (p. 44). If the composition instructors themselves have little experience
engaging in translingual practice, then they may feel uncomfortable or unqualified to encourage
their students to engage with a large repertoire of language resources and strategies. Hall (2014)
suggests that graduate programs make the foreign language requirement more robust while
including language learning as a valuable professional development activity for tenure or
promotions. He also proposes that faculty learn new languages by taking advantage of tuition
waivers for coursework or participate in language clubs with other faculty (Hall, 2014). These
are all excellent ideas, and I agree that making policy changes would be useful. However, there
are other ways to encourage translingual practice beyond requiring or incentivizing “foreign”
language learning.
First, just as we may ask our students to explore their own language uses, in both
academic and “outside” environment, composition instructors should be encouraged to explore
their own linguistic practices alongside their students or in professional development sessions. It
may turn out that we use translingual practices more than we give ourselves credit for, especially
as we try to connect with L2 students or other international scholars in our professional lives and
connect with friends and community members in our personal lives. We also need to value not
only our ability to speak and write using a wider variety of linguistic resources, but also our
ability to listen and engage in meaning-making practices with interlocutors with different
language resources. We can work on this by remaining mindful of and open to language
difference and linguistic identities when conversing with students and others.
Second, we might seek out opportunities to use and develop our linguistic repertoires and
translingual competencies by engaging in the same kinds of work we ask our students to do,
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including community involvement, projects that span disciplinary and geographic borders, and
reading a wider variety of texts in both our scholarly and personal lives. We might also pursue
opportunities to present at international conferences or to teach in special programs at home or
abroad with linguistically diverse groups of students. All of these experiences could add to our
own ability to negotiate language difference in the classroom with more openness, sensitivity,
and creativity.
8.5

CONCLUDING THOUGHTS
The five participants in this study are developing cosmopolitan dispositions and

performing complex identities on Facebook for expanding networks of people from a broad
range of life experiences. As they continue to pursue their academic, professional, and personal
goals, they build their linguistic repertoires to meet their changing needs, develop strategies for
communicating with diverse others, and use the resources available to them to make meaning in
both the physical and the digital spaces they inhabit. Whether they are currently physically in
Ulaanbaatar or abroad, they are actively seeking opportunities to engage with people, media, and
experiences that extend beyond the “givenness of things” of their early lives in the ger districts
and offer new possibilities for their lives. Their experiences, performances, and perspectives
have much to offer writing scholars and teachers who hope to broaden and deepen their own
views and practices in an effort to promote cosmopolitan values in their classrooms and in the
world.
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Appendix A: Literacy Questionnaire
Instructions: Please respond to the following questions in writing with as much detail as possible.
Feel free to tell stories about your experiences. You may use English, Mongolian, or some
combination of the two in your response.
1)

Tell me about the languages you use.

2)

How does using these languages make you feel?

3)

Tell me about how you learned/ developed competency in these languages.

4)

Tell me about the contexts (when and where) in which you use these languages.

5)

What do you think is valuable about the Mongolian language? About English?
About any other languages you speak? What makes them valuable?

6)

How does using these languages influence who you are and how you feel about
yourself?

7)

Tell me about how the technologies you use influence your language use.

8)

Tell me about how you use language on Facebook. Please give examples.

9)

Tell me about when and why you might mix languages or alphabets.

10)

Tell me about how your language use relates to your goals.
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Appendix B: Interview Questions
1. Tell me about where you lived when you were in the Access program.
a. Had you always lived there?
b. Did you live in a house, an apartment, or a ger?
c. Did you live there all year round?
d. Did you have an Internet connection at your home?
e. Did you have a quiet place to study at home?
f. What was your neighborhood like?
g. Was there anything you wish were different about where you lived?
h. How has living where you lived affected the way that you see yourself?
i. If you do not still live there, where do you live now?
i. What are some of the differences between where you lived then and where
you live now?
2. Tell me about your family.
a. How many people are in your immediate family?
b. Do you visit with your extended family often?
c. What do your parents do for work?
d. What do your siblings do? (School, work, etc.)
e. Is your family supportive of your goals?
3. Tell me about your primary and secondary school experiences.
a. Did you go to one school or more?
b. When did you start studying English?
c. Tell me about your experiences learning English in school.
4. Tell me about your experience with the Access program.
a. Do you feel that participating in the Access program has provided you with
opportunities that other students your age from your neighborhood did not have?
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b. How did participating in the Access program change the way you see yourself?
c. How did participating in the Access program change your goals?
5. Tell me about what you have been doing since graduating from the Access program in
2011.
a. Have you had any international experiences? (Travel, meeting new people, online
experiences, etc.)
b. Have you attended university?
i. Which one?
ii. For how long?
iii. What are you studying?
c. Have you participated in any special programs?
d. Have you worked in a job? What kind of job?
6. Tell me about your goals for the next five years.
7. Tell me about your goals for the more distant future.
8. What does being Mongolian mean to you?
a. Do you ever feel pressure to be “more Mongolian” or “less Mongolian”? In what
ways? From whom?
b. Do you ever feel a conflict of interest between expectations of you as a
Mongolian and your personal goals?
c. Do you hope to live in Mongolia your whole life? Why or why not?
d. What do you want to share with the world about Mongolia?
9. Tell me about your experiences with and feelings about the Mongolian language.
a. What do you think it is important to use Mongolian?
b. When do you use Mongolian? With whom?
c. When do you use the Latin alphabet, Cyrillic alphabet, or Mongolian script to
communicate in writing?
d. Do you think people in other countries should learn Mongolian? Why or why not?
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10. Tell me about your experiences with and feelings about the English language.
a. Why do you think it’s important to use English?
b. Do you think that learning English has provided you with opportunities you
would not have had if you did not know English?
c. How do you think knowing English has changed your social status?
d. When do you use English? With whom?
e. Do you think that Mongolians use English differently than people in other
countries? How so?
f. What does “speaking English well” mean to you?
g. Should English be the official second language of Mongolia? Why or why not?
h. Do you ever combine English and Mongolian? When? With whom?
11. Tell me about your experiences using language with technology such as mobile phones,
computers, Internet, etc.
12. Tell me about your experiences with and feelings about Facebook.
a. Who do you communicate with on Facebook?
b. What communication tools on Facebook do you use most often? (Chat, messages,
posts on walls, etc.)
c. Tell me about your profile name.
i. Is this your real name?
ii. Why did you choose the alphabet you use?
d. Tell me about your profile picture.
e. Tell me about your cover photo.
f. Tell me about your “about me” section.
g. What do you think these things say about you?
h. What language(s) do you use to communicate on Facebook?
i. When you choose to write in English or Mongolian, or some combination
of the two, do you have a particular audience in mind?
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ii. Are there some types of posts or items that you use English for and others
that you use Mongolian for?
1. Why do you choose one language over the other for particular
items?
iii. Do you use a particular language to communicate with different people?
iv. What are some strategies you use to understand texts or spoken words on
Facebook that use English, a combination of English and another
language, or another language altogether (such as Japanese)?
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Appendix C: Translator Resume: Ariunaa Enkhtur

Ariunaa Enkhtur
Khoroo 3, Bayanzurkh District, 4a-39
Email: ariunaa@earcmn.orgmailto:ariunaa@earcmn.org

mailto:ariunaa@earcmn.org
mailto:ariunaa@earcmn.org
EDUCATION
Syracuse University, Syracuse, New York

● M.S. in Higher Education, 2013
National University of Mongolia, Ulaanbaatar, Mongolia
● Bachelor of English and Mongolian Studies, May 2006
Randolph Macon Woman’s College, Lynchburg, VA, USA
● Undergraduate Exchange Program, Open Society Institute, 2004-2005
WORK EXPERIENCE:
SYRACUSE UNIVERSITY, NEW YORK, USA
Advising and Academic Support, College of Arts and Sciences, August, 2012 – May, 2013

● Advise undergraduate students on liberal arts core curriculum, course selection, study and work habit,
time management and active utilization of university as well as outside resources
● Counsel students at risk to improve their academic performance and personal development
● Advise students on Academic Integrity policy and procedures
Member of Syracuse University Bookstore Advisory Board Committee, 2012-2013

● Represented both graduate students and international students at the advisory board
Slutzker Center for International Student Services, January-July, 2012

● Participated in planning, training, organization and administration of new student orientation
activities and developed orientation program and brochure
● Co-organized different social programs for international students
● Conducted assessment on “Orange Dialogue for Peace” Program together with Dr. Granger
EDUCATIONAL ADVISING AND RESOURCE CENTER, ULAANBAATAR, MONGOLIA

●
●
●
●
●

EducationUSA Advisor and Program Coordinator, 2009-2011; June 2013--Present
Coordinate Open Society Institute-Network of Scholarship Programs among Mongolian youths and social
science faculties of Mongolia
Advise professionals and scholars on Higher Education Support Program, OSI
Organize outreach programs to high schools across Mongolia on US Higher Education System
Advise students on application and admission’s procedure to US colleges and universities
Coordinated “US Student Achiever’s Program” scholarship program for bright yet financially
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disadvantaged students in Mongolia to study in prestigious schools in the U.S.
● Coordinated “US Alumni of Mongolia” Program

●
●
●
●

Program Coordinator, 2006-2010
Coordinated OSI, Higher Education Support Programs—professional development programs and project
and research opportunities—for social science faculties in Mongolia
Coordinated various study abroad scholarship programs of Open Society Institute among students and
professionals in social sciences
Developed and implemented US Alumni of Mongolia Project for the purpose of increasing the U.S.
higher education value among Mongolian professionals and creating US alumni network
Organized the First National Conference of US Alumni of Mongolia
Project Coordinator, August 2005-May 2006
● Implemented “Initiative of Volunteerism in Mongolia” Project together with four other
fellows for the purpose of spreading the idea of volunteerism among Mongolian youths

MONTSAME NEWS AGENCY, ULAANBAATAR, MONGOLIA
Intern, 2005-2006
● Translated domestic news into English for the MONTSAME News Agency
CONFERENCES AND PROFESSIONAL DEVELOPMENT PROGRAMS

● Commencement Conference of Undergraduate Exchange Program, presented project result, Budapest,
●
●
●
●
●

Hungary, 2006
Coordinators’ Conference of American University in Bulgaria, Blagoevgrad, Bulgaria, 2006, 2009
Coordinators’ Conference of Central European University, Budapest, Hungary , 2007
EducationUSA Beginner Advisor’s Workshop: Technology in Advising , Mongolia 2009
OSI-NSP Coordinators’ Conferences in Varna, Bulgaria; Bodrum, Turkey; 2007, 2009, 2010
US Based Training for EducationUSA Advisors, Washington D.C., US, 2009
VOLUNTEER WORK

● Jubilee Family Center, Lynchburg, VA, 2004-2005
Volunteer as a tutor, and assistant in reading program
● Initiative of Volunteerism in Mongolia Project, 2005-2006
Initiated and implemented IVM Project involving students at five colleges, Ulaanbaatar,
Mongolia
● Slutzker Center for International Students Services, 2012
Peer advisor, Orientation Program for New International Students for Fall-2012 and Spring-2013
Developed orientation programs & presentations, recruited, trained and facilitated peer assistants
HONORS AND AWARDS:

● Member of Phi Beta Delta, Alpha Sigma Chapter, 2012-present
An Honor Society Dedicated to International Leadership

● Fulbright Foreign Student Scholar, 2011-2013
Two year fellowship program to study at Syracuse University
Joint award from the Government of Mongolia and Institute of International Education

● Second place at the Students’ Scientific Conference, 2006
256

School of Mongolian Language and Culture
National University of Mongolia

● Undergraduate Exchange Program, 2004-2005
One year exchange program at Randolph-Macon Woman’s College
Open Society Institute
COMPUTER SKILLS:
Microsoft Office Programs, Adobe PageMaker, Photoshop
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Appendix D: Translator Resume: Sainbayar Gundsambuu
Sainbayar Gundsambuu
Apt 39, Building 4a, Bayanzurkh District

sgundsam@fulbrightmail.org

Khoroo 3, Ulaanbaatar, Mongolia

Tel: 89934823

EDUCATION
Indiana University Bloomington, IN

September 2011-May 2012

Fulbright Language Teaching Assistant
•

Taught Mongolian to students in all levels: introductory, intermediate and advanced

•

Took four courses: History of the American Home, Methods of Teaching ESL/EFL to Adults,
Grammar for Teachers, and English for International Graduate Students (Academic Speaking)

University of the Humanities

September 2006-June 2008

Master of Arts in Linguistics
Cumulative GPA: 3.9
Ulaanbaatar, Mongolia
Oregon State University

July-August 2008

Access to Microscholarship English Language Program
Program courses included: civic education, TEFL, American culture
Oregon, USA
Orkhon University

September 1999-June 2003

Bachelor of Arts in English Language Teaching and Translation
Cumulative GPA: 3.7

PROFESSIONAL EXPERIENCE
Lecturer
Department of British & American Studies

September 2009-Present

National University of Mongolia, Ulaanbaatar, Mongolia
•

Teach Morphology, Translation, Speaking, Vocabulary, Writing, American Culture lecture to full
time students in all grades

•

Teaching duties include: planning and developing the course syllabus, lessons and language
learning activities, developing course materials

Instructor of Access to Microscholarship Program
Educational Advising & Resource Center, Ulaanbaatar, Mongolia
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September 2008-Present

•

Teach basic English to 14-15 years old students from suburb secondary schools in Ulaanbaatar

English Instructor, Department of English Language

February 2004-June 2008

Ulaanbaatar University, Ulaanbaatar, Mongolia
•

Taught Translation from Mongolian to English and vice versa to full time students in all grades

•

Teaching duties included: planning and developing the course syllabus, lessons and language
learning activities, developing course materials

Translator-Editor, Mongolian and English

June 2003-January 2007

MONTSAME National News Agency, Ulaanbaatar, Mongolia
•

Translated official documents, news and information

AWARDS
Diploma of Honorary

June 2006

Ministry of Foreign Affairs, Ulaanbaatar, Mongolia
Best Instructor

December 2010

Department of British and American Studies, SFLC, National University of Mongolia

HANDBOOKS, RESEARCH WORKS
Article of “On teaching translation class: using corpus in translation class”

2013

“Pathways to Success” scientific research conference, SFLC, NUM
Article of “To the issues of realis words and expressions”
2013“Tendency of Translation Development” scientific research conference, SFLC, NUM
Article of “Analyzing two translations of a Mongolian famous short story”

2010

Collection of Research Articles, International scientific conference organized by SFS, NUM
“Practical Translation” handbooks 1, 2 and 3

2007

Ulaanbaatar University
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Appendix E: Translators’ NIH Human Subjects Training Certifications
Certificate of Completion
The National Institutes of Health (NIH) Office of Extramural Research certifies that Ariunaa
Enkhtur successfully completed the NIH Web-based training course “Protecting Human
Research Participants”.
Date of completion: 03/26/2014
Certification Number: 1436790

Certificate of Completion
The National Institutes of Health (NIH) Office of Extramural Research certifies that Sainbayar
Gundsambuu successfully completed the NIH Web-based training course “Protecting Human
Research Participants”.
Date of completion: 03/27/2014
Certification Number: 1437464
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Curriculum Vita
Sara Bartlett Large earned a BA in English from the University of Massachusetts in
Amherst in 2001 and an MFA in Creative Writing – Poetry from Georgia State University in
2008. During her time as an MFA student, Sara taught undergraduate-level English Composition,
World Literature, Contemporary Poetry, and Creative Writing courses; served as a Writing
Consultant for the Nursing program; and tutored for the Athletics Department and Writing
Studio. After earning her MFA, she was hired as a Visiting Instructor in the English Department
at Georgia State University, where she taught for one year. She then moved to Fayetteville,
Arkansas, where she taught English as a Second Language (EASL) courses for the University of
Arkansas and First-Year Composition for Northwest Arkansas Community College. Next, Sara
moved to Ulaanbaatar, Mongolia for one year, where she worked as an instructor for the
Educational Advising and Resource Center, teaching a variety of English language acquisition,
writing, and test preparation courses. While in Mongolia, she applied for and accepted an offer to
join the Rhetoric and Writing Studies program at the University of Texas at El Paso (UTEP).
During her time at UTEP, she served as a tutor in the University Writing Center, an instructor in
the Rhetoric and Writing Studies Undergraduate Program and Technical and Professional
Writing (TPW) graduate certificate program, the production assistant for the TPW program, an
assistant director of the RWS program, and consultant for the Dissertation Studio Initiative with
the Graduate School. She has presented at a number of national, regional, and local conferences
on issues related to writing, research, and teaching and currently serves on the editorial board for
the Mongolian Journal of English Language and Culture Studies.
Sara Bartlett Large
314 Riverside Ave., #302
Medford, MA 02155
sbartlett1118@gmail.com

261

